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THE EFFECT OF THE LANGUAGE OF INSTRUCTION
ON THE READING ACHIEVEMENT OF LHITTED
ENGLISH SPEAKERS IN SECONDARY SCHOOLS
Abstract of the Dissertation
Purpose: The purpose of this study was to determine the
effect that the language of instruction has on the reading
ability of limited English speaking students at the secondary
school.
Procedure: Reading test scores from several secondary school
districts in California were subjected to statistical -,
analyses to ascertain the effect that the language of
instruction had on the reading ability of secondary students
with a linguistically distinct background, namely, a Spanish
mother tongue. Two dependent variables were used, English
and Spanish reading.test scores, The independent variable,
reading instructional treatment, conducted in English,
Spanish, or bilingually. The data was analyzed by ANCOVA and
the post-hoc comparison of test means, Scheffe.
Conclusion: This study suggests mother tongue reading
instruction of limited English speaking secondary students
promotes literacy in the first language and has a positive
effect on the reading ability in the second language. The
improved literacy in the mother tongue promotes English
language reading skills.
Recommendations: An improvement in the state of the art in
bilingual, bicultural education is essential i f this educational alternative is to become a viable phase of general
education. Research designs that are compatible to the
population to be studied should be explored and utilized,
The assessment instruments that ascertain the student's
language proficiency and basic skills achievement should be
used as effective guides in selecting a course of studies
that serves the educational interest of the student and his/
her family. Administrators should utilize practices that
aggressively recruit bilingual, bicultural, biliterate
teachers. Site administrators, bilingual coordinators and
bilingual staff should seek methods and techniques that promote and enable them to implement services to the linguistically distinct students that provide equal status to the
mother tongue while the student learns th~ second language.
A sequential non-graded language development program in both
languages that incorporate an open entry/exit curriculum to
foster an opening up of the traditional curriculum to any
students in the secondary school should be developed and
implemented by the staff working with the students.
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Chapter 1
INTRODUCTION
Limited and non-English speaking students have been
"de-educated" of their language and culture in order to make
them acceptable to receive an education in this country.
Although the Spanish language has been in use here for
centuries, each new Spanish-speaking generation must be
"de-educated" of its mother tongue before formal education
has generally been allowed to begin.

A conflict of cultures

in the schools of the Southwest has taken place, where the
teacher is the conqueror and the linguistically-distinct
student is the conquered. 1

Through this forced accultu-

ration process, Spanish speaking students have systematically rejected their families and themselves.

With the

eradication of the Spanish language and culture, the student is prepared to become a part of the dominant society.
Failure is a common bond that cements most of the
culturally-distinct minorities in our country. 2 A decade
ago the r-lexican American student in the Southwest was a
1Stan Steiner, La Raza:. The Il!exican Americans (New
York: Harper and Row, Publisher, 1969), pp. 212-213.
2Francesco Cordasco, "The Challenge of Non-English
Speaking Children in American Schools," Schools and Society,
96: 200, March, 1968.
1

2

negative statistic in the sense that nearly one million
Spanish speaking students did not complete the eighth
grade.3

Ninety percent failed to graduate from high

schoo1. 4

The first nation-wide effort to trace educational

achievement of the Hispanic population indicates that they
are consistently below their contemporaries in the rest of
the nation in reading, science, mathematics, social studies,
and career education.5
The founders of our country predicated their beliefs
on the premise that the strength of the Republic rested upon
(

a citizenry that was well educated.

Their revolution was to

provide freedgm, equality, and justice.

Today, education is

being called upon to aid the American people in a renewed
search for these ideals.

Although education was to stress

"Unum," it has begun to give way to the forces of "Pluribus,"
a political concept intended to further strengthen the
Republic. 6

3Department of Rural Education, "The Invisible
Minority: Report of the NEA-Tucson Survey on the Teaching of
Spanish to the Spanish Speaking," (Washington: National
Education Association, 1966), p. 6.
4John H. Chilcott, 11 Some Perspectives for Teaching
First Generation Mexican Americans " Readings in SocioCultural Foundations of Education {BeliDont: lvadsworth,

1968),

p.

359.

5NAEP Newsletter, "Hispanic Youths Consistently
Below Contemporaries in Education Achievement," u.s.
Department of HE~!, June, 1977, pp. 1-3.
6R. Freeman Butts, 11 The Search for Purpose in
American Education," Today's Education, 65: 77, March,
April, 1976.

3

The goals of education have not changed drastically
in the past sixty years.

According to a recent report from

the National Education Association, the Seven Cardinal
Principles enumerated at the turn of the century by the
Commission on the Reorganization of Secondary Education are
valid today. 7 In addition, there is a growing awareness
that the student's mother tongue is the key to literacy. 8
The Linguistically Distinct Student
Teaching the linguistically distinct student in a
language that is not ·understood by him or her traumatizes,
demoralize's, and degrades them during the learning experience.

Not only is the vehicle of instruction incompre-

hensible, but an additional burden is placed on the students
since they must repudiate a cultural identity when "English
only" rules are imposed.

This pervasive condition places

the student in a disadvantaged position which becomes
increasingly pronounced during the educational years.
Factors such as these reinforce the failure syndrome and
many students leave school at an early age.

The dropout

then becomes a statistical reference who had been an underachiever, low performer, and poor reader.9

?Harold G. Shane, "The Seven Cardinal Principles
Revisited," Today's Education, 65:59, September, October,

1976.

.

8 united Nations Educational, Scientific, and
Cultural Organization, The Use of Vernacular Languages in
Education (Paris: UNESCO, 1953), p. 6.
9Phillip D. Ortega, "The Education of Mexican

4

Thonis, however, sees the Spanish speaker as someone
who possesses strengths that benefit instruction.

She

suggests that this ethnically distinct child is generally
cooperative, considerate and capable, with an interest in
helping others.

This student enjoys classroom activities

that promote success, and is able to set aside personal need
in .deference to the needs of others.

Thonis also implies

that this student responds to attention and affection, and
that his/her reserved nature is often miscalculated by the
uninitiated teacher. 10
Thonis also suggests that reading programs that were
designed for native English speakers are totally unsuited
to the reading needs of.the native speaker of Spanish, who
has a different sound and symbol system which interferes
with a second language. 11 The grinding corrosive effect of
repeated failure and frustration has made reading an unsatisfactory experience for students whose literacy needs can
best be met by instruction in the dominant language of the
I

student.

The period of infancy, in which thousands of hours

of sound saturation, language models, and opportunities for
imitation, provides the child with a linguistic system that

.Americans," The Chicanos: Mexican .American Voices, ed. Ed
Ludwig and Mames Santibanez (Baltimore: Penguin Books Inc.,
1971), pp. 157-72.
10Eleanor Wall Thonis, Literacy for America's

Spanish Speaking Children (Newark, Delaware: International
Reading Association,· 19'76), pp. 1-28.
11

Ibid.

5
has been internalized, and which should be.used
educationally.

Like the speaker of English, the Spanish

speaker has had to deal with oral
stages of development.

langua~e

in the initial

During the educational progression

the student requires instruction in writing and reading
skills.

Thonis suggests that for the Spanish speaker the

task of learning to read and write Spanish can be a most
satisfying and productive endeavor, since the initial phase
of communication skills, the oral language, has been thoroughly internalized.

It is now a matter of.adding a new

dimension, the written representation of the spoken language.
Instead of having to deal simultaneously with two or three
unknowns, i.e., English speech, print and attendant referents, the student has only to memorize the visual symbols
of the Spanish writing system and associate them with the
auditory symbols ·Of oral Spanish.

An added advantage to the

Spanish speaker that is not available to the. speaker of
English is that there is a regular and consistent relationship between the written and spoken Spanish.

The

speech-print correlation, though not perfect, is dependable
enough to create a sense of self-confidence in the student
and belief in his own feelings of competence as a reader. 12
Despite the conflicting data that exist on the
optimum age for second language learning, there is reason
to believe that a student experiences more interference

6

between language systems if the second is added before the
first is completely developed. 13 The role of the first
language or mother tongue, sometimes referred to as the vernacular, is considered to be the irreplaceable instrument of
education. 14 Dr. FrankL. Stoval has pointed out that
teaching in a language that is not the mother tongue
produces confusion in the development of concepts, retards
learning and can be the cause of difficulty for expressing
oneself for the rest of one's life. 15 Dr. Michael West
contends that the non-use of the vernacular will bring about
emotional instability, excessive negative behavior, artistic
·sterility and a diminuation of the creative power. 16
Sir Henry Newbolt suggests that until the student has
acquired a certain command of the mother tongue, no other
language development is even possible. 17 The noted Puerto
Rican writer, Don Miguel Melendez :1-Iufioz, equally concerned
about education in the mother tongue, states that teaching
should be transmitted in the mother tongue and the study in
the second language introduced only after the student has
acquired a fundamental awareness of the mother tongue. 18
1 3Muriel Saville-Trioke, "Bilingual Children: a
Resource Document," Bilin~al Schooling in the United
States; ed. Francesco Corasco (New York: Webster Division,
McGraw-Hill Book Company, 1976), pp. 177-78.
1 4Luis M. Rodriguez Morales, "The Vernacular in

Teaching," Politics and Education in Puerto Rico, ed. Erwin
H. Epstein (11etuchen: The Scarecrow Press, Inc., 1970),
pp. 87-88.
.
17 Ibid., p. 90. 18Ibid.
p. 93.

7
The findings of a study conducted in the Highlands
of Chiapas, Mexico, indicated that students who first
learned to read in their mother tongue, before receiving
instruction in a second language, read with greater comprehension in the second language, than those who received all
reading instruction in the second language. 1 9
Other educators promote the use of the mother tongue
because as well as lessening scholastic retardation, it
strengthens the bond that exists between the home and the
school.

This minimizes the alienation of the family and

linguistic community from the school community, which is the
usual price for rejecting the mother tongue and subsequent
assimilation into the dominant linguistic group.

Developing

strong literacy in the students' first language becomes a
strong asset for them in adult life. 20
Bilingual educational programs foster the use of the
mother tongue while language development in the second language is provided.

These programs not only provide subject

matter and concepts in the mother tongue and second
language, but they develop student confidence, selfassurance and a positive identity with cultural heritage. 21
19Nancy Modiano, "National or Mother Language in
Beginning Reading: A Comparative Study," Research in the
Teaching of English, 2: 43, April, 1968.
20A. Bruce Gaarder, "Organization of the Bilingual
School," A Mosaic of Readin s in Bilin al Education,
English-Spanish~ ed. William A. Manning
an Jose: Spartan
Bookstore, 1975), p. 61.
21 curtis Harvey, "General Descriptions of Bilingual

8

Although the literature suggests that the

mothe~

tongue is essential to the educational and emotional development of limited English speaking students, the reality
of a'secondary education is that students must also dominate
the English language if the secondary curriculum is to be
open to them. In the state of California out of 200,832
teachers, 22 there are approximately 2,500 certificated
bilingual teachers, 23 1.25% of the total teacher population.
Given this information, it seems reasonable to consider the
notion that students taught in the mother tongue will
improve their chances in a comprehensive high school.
Finally, research also indicates that there is a positive
transfer of basic skills, that are developed in the mother
tongue, to the language of the host culture. 24
Statement of the Problem
There continues to be a disproportionate number of
limited English speaking students whose reading achievement

Programs That Meet Students' Needs," ::::B~i"=l~i;;:n~~'""'ii~~;.:.r.a~i~n.
the United States, ed. Francesco Cordasco
ster
Division, McGraw-Hill Book Company, 1976),
22w. Vance Grant and c. George Lind, Digest of Education Statistics (lvashington: u.s. Government Printing
Office, 19'7'7), p. 54.
2 3Gustavo Gettner, Director, Bilingual Section of
the Commission of Teacher Preparation and Licensing, personal communication, June 21, 1978.
24Gary A. Cziko, "The Effects of Language Sequencing
on the Development of Bilingual-Reading Skills," Canadian
Modern.Language Revim~, 32: 534-39, Nay 1976.

9

scores are below the second quartile when measured by
standardized, norm-referenced tests; and, in spite of current
literature which suggests that bilingual approaches to
instruction are more effective, limited English speaking
students are generally taught in English without the support
and reinforcement of their mother tongue.

It seems clear

that research specific to the needs of limited English
speaking students in the area of reading is important i f an
impact is to be made on the achievement levels reflected by
these students.
Purpose of the Study
The purpose of this study is to ascertain whether
the use of the mother tongue, as a vehicle of instruction, is
a more effective instructional technique to teach reading to
limited English speaking students at the secondary level than
is instruction in the language of the host culture.
Procedures
The students included in this study were classified
by school personnel as limited English speakers i f they met
one of the following criteria.

First, the students were

classified as limited or non-English speakers during the
October, 1977, census in which the San Diego Observation
Assessment Instrument or any other instrument sanctioned by
the State Department of Education was employed.

Second, the

students had a home language other than English and had
'
obtained grade equivalents in norm referenced
tests that

10

placed them two or more years behind the norming population
in reading or language tests.
'

Third, the students were

classified as limited or non-English speakers by other tests
such, as Basic Oral Language Test (BOLT), the Language Assessment Scales (LAS), the Basic Inventory of Natural Language
(BINL), the Language Assessment Battery (LAB), or the InterAmerican Series of the Guidance Testing Associates.
Districts were selected from a list of secondary
schools that offered bilingual instruction and who indicated
a willingness to participate in the study.

Reading, literacy

classes, or content area reading classes taught in English,
Spanish, or bilingually in grades seven through ten were
included in this study.
Research Considerations
Assumptions.

Through the statistical analysis of the

reading test scores in English and Spanish, this study indicated the effect that the language used as a vehicle of
instruction had on the reading ability of linguistically
distinct students.

There is the assumption that the identi-

fication process selected limited English speaking students
and that reading test score data were objectively and
accurately measuring the students' reading ability.
Limitations.

Several variables which could confound

the results of this study, but which may be minimized by student random assignment are teacher expertise, language bias,
and attendance •. If the teacher has the least or greatest

11

expertise in instructional delivery, it might bias the
research results.

If the student or parent were biased

towards the language of instruction, the results might alter
the test results.

Attendance might also influence the test

results.
Definitions
bilingual education -- The utilization of two languages as a
vehicle of instruction. 25
language of the host culture -- The predominant language of
a country whose language and/or culture differs from
that of the immigrant, migrant, non or limited
speaker.
linguistically distinct student -- A non-pejorative phrase
to identify a student who speaks a language other
than English that will be used to categorize the
LES/NES students.
limited English speaker-- (LES) A student whose mother
tongue is other than English and who is demonstrably
behind English speaking peers in English language
skills. 26 (An inclusive phrase for the non-English
1
speaker.) (NES) 27
maintenance program -- An instructional program which uses
two languages, the students' mother tongue and the
language of the host culture. Both languages are
25Francesco Cordasco, Bilingual Schoolin~ in the
United States {New York: McGraw-Hill, Inc., 19'7 ), pp. 66-7.
26 u.s., l!'ederal Register, {Friday, June 11, 1976),
Vol. 41, No. 114, 23862~
.
27 Ibid.

12

valued equally as mediums of instruction throughout
the students' educational life. 28
mother tongue -- The students' first language, the dominant
language, the language of the home, the vernacular,
the native language. 29
transitional program -- An instructional program which uses
two languages, the students' mother tongue and the
language of the host culture. The mother tongue is
progressively phased out as the other language is
- acquired. 30
Overview
This study makes a contribution to curriculum and
administ~ative

practices in the secondary schools.

In

curriculum, the viability of bilingual education, with the
_attendant mother tongue as a vehicle of -instruction, would
be more readily accepted as an instructional strategy.
Administratively, the master schedule reflects the diverse
linguistic abilities of the differentiated staff that best
meets the needs of a linguistically distinct student body.
The generation of time lines for testing in two languages
alerts the staff of the importance that other professionals
place on language ability levels, whether they are in
English or Spanish, for proper course placement.

Estab-

lishing administrative guidelines so that a process for the
selection of suitable materials, that reflects the community
being served, is scrupulously followed.
28 .
Cordasco, op. cit., p. 134.
3°cordasco, op. cit., o. 134.

Additionally, this
29u.s., op. cit.
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study provides administrators with data that enables them to
commit financial resources to bilingual education.

This

commitment provides other administrators and their staffs
with greater acceptance for programs dealing with bilingual,
linguistically distinct students.
In Chapter 1 the framework and background of the
study was presented.
presented.

In Chapter 2 the relevant literature is

Chapter 3 deals with the procedures of the study.

The findings Of this study are analyzed and presented in
Chapter 4, Chapter 5, the final chapter, concludes this
dissertation with a general summary, findings and
conclusions as well as recommendations.

Chapter 2
REVIETff OF THE LITERATURE
In this chapter the literature on the relationship'
between the language of instruction and educational achievement will be examined.
distinct areas.

This literature involves several

First, language has always been a signifi-

cant issue in the politics of education partially because
it is related to the broader question of cultural pluralism.
Second, the program emphasis given the mother tongue instruction will be reviewed.

Third, since there is some evidence

to indicate that instruction in the mother tongue is
superior to second language instruction, the role of the
mother tongue and its relationship to reading, second
language acquisition and attendant psychological aspects
will be examined.
Politics of Language
Languages other than English have been used in the
schools of the United States of America since the Colonial
period to the present day.

Immigrant groups brought their

culture and language to the New \vorld.

As a result,

bilingual, bicultural education has been an American
tradition.
14
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As we shall see, language has been a major stumbling
block to the aspirations of immigrant groups who did not
subscribe to the melting pot concept or instruction in the
seco~d

language.

These practices were foisted on the new

arrivals under the guise of quick Americanization.

As the

new arrivals came with their different languages and customs,
other citizens looked upon them with fear and suspicion.
The periods of world conflict gave impetus to these
fears and apprehensions.

Isolation renewed Americanization

feelings and strengthened nationalism.

Speakers of other

languages were encouraged to discard their mother tongues
and adopt English to attain the American dream.
This dream was seen by others in a different manner.
The dream meant an America composed of different linguistic
groups whose customs and culture would embellish the American
fabric.

The differences among people would reinforce the

warp and woof of our country as it moved tm.,rard acceptance
and full partnership of the linguistically distinct in
guiding the country's future.
Cultural pluralism became the antithesis of the
melting pot.

Cultural pluralism could mean that the

differences which existed in the population could be used to
enhance educational opportunities that had been unequal to
those v1ho spoke a language other than English.

Access to

educational opportunities could mean that the attributes of
the student population could be utilized .in providing
quality educational experiences.
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Colonial Period to World War I
Non-English

schoolin~

rather than the exception.
East

~d

during this period was the rule

Immigrant groups that settled the

Midwest often established schools that used their

respective mother tongues.

Instruction in a language other

than Englillh was common throughout Pennsylvania, Maryland,
Virginia and the Carolinas.

English was taught as an aca-

demic subject while the student's mother tongue was used as
the medium of instruction for all other subjects. 1
In the West, Spanish missionaries established religious schools which used the Indian's mother tongue and
Spanish for instruction.

Bilingual instruction continued to

flourish in the Southwest right up to the period of annexation
by the United States.

The languages besides Spanish most

frequently used in the classrooms were German, Norwegian or
other Scandanavian languages, Dutch, Polish and French.
German was used in a number of documents by the early Congress
:

~-

to make the acts of the Continental Congress more accessible
to the large German population.

French was used to print
federal laws pertaining to the Louisiana territory. 2
Citizens in the Midwest continued to support
bilingual education in the public schools during the latter
part of the 19th century.

Bilingual, bicultural education

provided a vitality to the educational process.

Citizens

1 Gary D. Keller and Karen. s. Van Hooft, Bilin~alism
and Bilin~Nal Education in .. the ... United States: A Chronoo
1'rom the ColonT
er1o
o
, Nell York: Bilingual Press,
·19'76), p. 1.
. ... ··

2Ibid.

persuaded the Ohio legislature to enact laws that required
schqol boards to teach German.

A St. Louis superintendent

defended the use of German in schools.

He stated that

removal of the substance of the character, language or
culture weakened the personality of the student.3
conflicting forces were at

~orork

However,

during this period.

The melting pot theory and Americanization were two
such opposing forces.

The melting pot, a concept conceived by

Crevecoeur, which suggested that society do away with ethnic
mores and values, was gaining momentum in public education.
Through Americanization, immigrants would be welcome underfthe
condition that they renounce their own culture and language and
embrace Nordic American culture. 4 While the Eastern United
States was accepting these new dicta, other regions were
oblivious to them.
The Southwest accorded the Spanish speaking the
rights and privileges of citizenship under the Treaty of
Guadalupe Hidalgo,

The Cherokee Nation continued its high

literacy rate through bilingual, bicultural instruction.
Public funds converted a private Spanish institution in
Florida into a semi-public, partially bilingual school.

New

Mexico passed a school law which recognized Spanish language
elementary schools.5

At the turn of the century Roberts

3David B. Tyack, The One Best
American Urban Education,~~C~am~~r~l~g~e~,~~~~~~~~~~~.
University Press, 1974), pp. 106-7.
4Mark Knug, The Melting of the Ethnics, (Bloomington,
Indiana: Phi Delta Kappa, 19'7~), pp. io-13.
5Keller, op. cit., p. 1.
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called attention to the failure of the system that had been
to give Spanish speaking students of the Southwest

emp~oyed

an adequate knowledge of English.

He cited other countries

that,had studied the problem of bilingualism and found that
the mother tongue should be used as a medium of instruction. 6
On the one hand, as parts of the country expanded the
use of languages other than English, the English language was
incorporated in geographic areas where English was not the
dominant language.

Hawaii, Puerto Rico and the Philippines

were directed to use English in the schools at the turn of the
century. 7

As we drew closer to World 1Jar I the fear of

Americans towards
zation viewpoint.

11

hyphenates 11 contributed to the AmericaniAmericanization meant conformity to

standards deemed American by the dominant forces in the

n~tion. 8

Although German immigrants established German-

English schools during 1870-1917 in Cincinnati, Indianapolis,
and Hoboken, political tensions of World l•Tar I ended this
respected American educational tradition.9
6John D. Fitz-Gerald, 11 The Bilingual-Biracial Problem
of our Border States," Hispania, 4:175-86, 1921.
7Heinz Kloss, The American Bilingual Tradition,
(Rowley, l\Tassachusetts: Hewbury House - Publishers, Inc.,
1977), pp. 202-44.
8 Rena L. Vassar, ed., Social Histor. of American
Education Volume II: 1860 to he Present, Chicago, Il inois:
Rand I·icNally and Company, 1965) , pp. 124-5.
9Francesco Cordasco, "Bilingual Education in the
American Schools, 11 Intellect, 106:4, July, 1977.
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't/orld 'lar I to the Present
At the outset ofthis period isolationism and
nationalism were promoted and encouraged by English-only rules,
whill'! racist myths and stereotypes were generated.

Against an

ethnocentric backdrop, educators such as Cubberley denigrated
people from southern and eastern Europe.

The immigrant

groups supported private schools to perpetuate their ethnic
heritage. 10 Legislation and court rulings provided preeminence to the use.of English instruction.

The Philippines

were instructed to continue English language instruction after
being granted independence by the United States.

Puerto Rico

was pressured into accepting English as the sole medium of

instructio~. 11

There were only isolated situations in which

an overt oppressive state policy aimed at the elimination of
non-English languages was evident.

However, influential indi-

viduals and groups exerted unofficial moral pressure upon
language minority groups who used languages other than
English.

It was considered un-American to speak languages
other than English. 12
After Tflorld ','far II, a resurgence of ethnic identity

and interest in languages other than English changed American
views.

The military saw the need for communication in other

languages.

The federal government endorsed foreign languages

10navid B. Tyack, ed.,
Educational History, (o'/al tham,
Publishing Company, 1967), pp.
11 Keller, op. cit., p.

Turning Points in American
Massachusetts: Blaisdell
231-3.
12Kloss, op. cit., p. 285.
1.
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in the elementary schools and expansion of the nation's
for~ign

language resources.

The influx of Cubans into

Florida promoted the use of Spanish as a vehicle for instruction, in that state. 13 Brown v. Board of Education promoted
equal educational opportunity14 which led regulatory agencies,
such as HEW, to promulgate the following:
School systems are responsible for assuming that
students of a particular race, color, or national
origin are not denied opportunity to obtain the education generally obtained by other students in the
system,i5
.

HEl went on further to state:
\'/here inability to spea.lc and understand the
English language excludes national origin minority
group children from effective participation in the
educational program offered by a school district, the
district must take affirmative steps to rectify the
language deficiency in order to open its instructional program to these students.l6
·
States l"rhich had established an English only language
policy were effectively foreclosing linguistically distinct
students from equal educational opportunities.
policy shift occured during the late 1960 1 s.

An education
Ne•r policies

provided official recognition that cultural or linguistic
differences existed in the United States.

Local, state and

federal policies encouraged the use of other languages in
1 3Keller, op. cit., p. 2.
14Brown v. Board of Education, 347 U.S. 483 (1954).
15H~·.r
.c;., Reg.'

33 CFR Sec. 4955 (1954) •.

16HE\v 1Reg., 35 CFR Sec. 11595 (1965).
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the classroom. 17

The California state legislature modified

the,education code which previously prohibited schools from
using different languages as instructional vehicles in other
than,foreign language classes. 18 The federal government,
through the Bilingual Education Act, ESEA Title VII, 1968,
gave further impetus to bilingual education.
1974, along with several key

u.s.

Lau v. Nichols,

Supreme Court cases, Keyes

v. Denver Unified School District #1, Aspira v. Board of Education of the City of New York, and Serna v. Portales
New Mexico School District, 19 provided legal sanction to this
concept.

Recognition that language.s other than English had a

place in American educational practices had been sustained.
Most recently, at the federal level, President Jimmy Carter
established a commission to promote the study of foreign languages and to make recommendations to stem their declining
enrollments in educational institutions. 20
Unfortunately, the current perspective in the United
States towards bilingual, bicultural education whether
1 7Frederick Erickson, The Politics of Speaking: An
Approach to Evaluating Biliny:ai-Bicultural Schools, B1lingual
Education Paper Series Vol. , No. 6, National Dissemination
and Assessment Center (Los Angeles: California State
University, Los Angeles, January, 1978), p. 2.
18california Educ~tion Code, Chap. 3, Sec. 71 (1967).
19Rafael Fernandez, "Rationale for a Field-Based
Research and Development Project for !1ul ticul tural, Bilingual
Education," The Journal of the National Association for
·Bilingual Education, 3:12-15, May 19'7'7.
.
.
.
20Malcolm G. Scully, "Push Early Study of Foreign

Languages, Panel Is Urged," The Chronicle of Higher Education,
November 6, 1978, p. 3.
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transitional or maintenance, is one of anti-bilingual
sentiment.

Only a small percentage of our schools have

responded to the needs of the linguistic minority students. 21
During Senate hearings in preparation for the 1974 BilingualBicultural Education Act, Senator r1ontoya from New

1~exico

stressed that in a democracy like ours, with a multicultural
population, we should be making every effort to encourage
bilingualism for all our children in all our schools, not
only in private or expensive schools.
learn to read, write, and speak in

The opportunity to

languages is available
to many students in Europe and other nations of the world. 22
~~o

Senator Ted Kennedy acknowledged that as the fifth
largest Spanish-speaking country in the world, the United
States should not design educational programs to destroy the
mother tongue and culture of the Hispanic population. 23

The

1974 Bilingual-Bicultural Education Act set a standard for
relative learning availability.

Under this standard, a

transitional approach, the mother tongue would be used until
the individual student could progress as well as an English
speaking peer in regular classes. 24 Some communities

grudging~y provided bilingual, bicultural education. 25
21 susan' Gilbert Schneider, Revolution, Reaction or
Reform: The 1974 Bilin al Education Act, (New York: Los
Amer1ca Pu ishing Company, Inc.
, pp. 6-7.
22 Ibid., pp. 46-48. 23 Ibid., p. 61. 24 Ibid., p. 163.
2

5nrt•s Your Turn in the Sun," ~. October 16,

1978, pp. 48-61.
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Additionally, boards of education rejected bilingual,
bicultural educational federal monies despite community,
teacher and administrative support. 26
Some educators believe that pedagogical program
considerations determine the goals in bilingual, bicultural
education, but no less significant are social and political
forces.

Gaarder identified a fundamental distinction between

voluntary bilingualism, developed in individuals, and obligatory bilingualism, which is a collective or group phenomenon.
In the former, the person becomes bilingual of his own free
will or that of his parents.

In the latter, the group

becomes bilingual out of a necessity to eat or survive.
Obligatory bilingualism, synonymous with assimilation, is
prevalent in the United States of America, France, Spain and
South America, except Paraguay. 27 Gaarder expounded that the
basic rationale for bilingual, bicultural education should be
the fundamental human right for all peopie to rear and
educate their children in their own image and language. 28
Gaarder's statements to the Special Subcommittee on Bilingual
Education emphasized five major reasons why bilingual education should be supported.

The first three dealt with the

students' primary education.

The other two applied to the

26 salinas Californian, August 26, 1978, p. 1.
27A. Bruce Gaarder, "Bilingual Education: Central
Questions and Concerns," New York University Education
Quarterly, Summer, 1975, p. 2-4.
28 Ibid.
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adult in terms of the potential career advantage as well as
the,conservation of a national resource. 29
Fishman also considered language as a human resource,
a

re~ource

vitally linked to the national resources of our

great country, as important as any economic, mineral or agricultural resource.

He posited that diverse languages should

be treasured, cultivated, and offered in our schools.

His

contention was that a vibrant liberal democracy cannot
continue to expand if we do not safeguard that which is deep
within our bosom.

Preserving the different language heritage

of the people of a great country strengthens our way of
living.3°
This resource, the mother tongue of the
linguistically-distinct student, was considered important in
the implementation of federal and state mandates· as well as
for the enhancement of cultural pluralism.

The State Board

of Education provided direction to the State of California
Department of Education with its policy on services to
'

limited-English-speaking students.

The policy stated that,,

as the student was taught English that he/she should also be
taught other subjects in a language understandable to him/her
and one that built upon the student's mother tongue and
29A. Bruce Gaarder, "A Statement by A. Bruce Gaarder
Before the Special Subcommittee on Bilingual Education of the
Committee on Labor and Public Welfare, United States Senate,".
The Florida FL Reporter~ Spring/Summer, 1969, p. 33.
3°Joshua A. Fishman, 11 Bilingual.Education, 11 An
Address at the National Association for Bilingual Education,
San Antonio, Texas, April 1976.
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culture. 31

This policy was consistent with the Lau v.
Nichols decision of the United States Supreme Court.3 2

As

for·cultural pluralism, Gonzalez claimed that the loss of the
ethnic cu1ture and customs of its diverse populace weakened
the pluralistic character of the United States of America.33
Bacon asserted:
What consists of many and divided parts, is
greater than that which consists of few Parts, and is
more entire; for all things considered by parts seem
greater: wherefore both plurality of parts hath a
shew of Magnitude; and the same Plurality works more
strongly, if it be presented unto us without order;
for it induceth a resero~lance of Infinity, and
hinders Comprehension.)
Prado believed that bilingual education was a comprehensive
educational approach that reflected a philosophy of cultural
pluralism.

This approach placed emphasis on maintenance of

the student's mother tongue.35

Dolce stated that current edu-

cation must be directed toward respecting and preserving or
3 1 "Policy on Services to Limited-English-Speaking ·
Students," Sacramentot California: State Board of Education,
1975 •. (Mimeographed.)
3 2Fernandez, op. cit., pp. 12-13.
33Eloy Gonzalez and Leroy Ortiz, "Social Policy and
Education Related to Linguistically and Culturally Different
Groups," Journal of Learning Disabilities, 10:333, June-July,
1977.
.
34Gilbert \vats, trans., Of the Advancement and
Proficience of Learnin : or the Partitions of Sciences, by.
Francis Bacon, Lon on:
o en Ba
•
35Yvette del Prado, "Bilingual Multicultural
Education: A Definition," Reading the Teachin! Learning
Process, Thirty-Ninth Yearbook, (Claremont: C aremont
Graduate School, 1975), p. 102,
·
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nourishing cultural differences in the scho.ol setting. 3 6
Cultural pluralism was predicated by acceptance of the
students' language, non-acceptance as intolerance,37 while
the exclusive. use of English as destructive to the students'
ego and self-image.38
This historical overview of the politics of language
indicated its significance to education in general and the
education of Hispanics in particular.

Where there have been

large concentrations of Hispanics, as in the Southwest, the
history of education and language policy have been dominated
by discrimination, segregation, exclusion and neglect.39
Under this backdrop, the intent to pursue a course of
cultural pluralism gave the appearance of a modified form
of Americanization.

Program type or program emphasis has

determined the education available to Hispanic students.
Program Emphasis and r1other Tongue Instruction
The kind of emphasis provided to the mother tongue
3 6Frank H. Klassen and Donna M. Gollnick, eds.,
Pluralism and the American Teacher: Issues and Case Studies,
(Washington, D.C.: American Assoc1at1on of Colleges for
Teacher Education, 1977), p. iii.
37Eleanor Meyer Rogg, "The Special Assimilation
Problems of Americans of Spanish Speaking Origins,"
Bilingual Education, eds., Hernan La Fontaine, et al, (Wayne:
Avery Publishing Group Inc., 1978), p. 77.
38John H. Burma, eds., Mexican Americans in the United
States: A Reader, (Cambridge, Massachusetts: Schenknan
Publishing co., Inc., 1970), pp. 1-8.
39Alexander Sapiens, "Spanish in California: A
Historical Perspective," Journal of Communication, 29:72-83,
Spring, 1979.
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has d.etermined the focus of the program.

Transitional

programs have generally emphasized English while the maintenance types emphasized bilinguality.

Legislation and

judicial action have provided legal sanction to the concept
of bilingual, bicultural education.

It is through the

program implementation that the vestige of Americanization
becomes noticeable.
The Transitional v. Maintenance Approach

A predominant type of bilingual educational
programming in the United States is the transitionalcompensatory type where the student is provided instruction
in the mother tongue until he or she has a grasp of the
English language, at which time the student is expected to
receive future instruction in English. 40 This educational
approach was contrary to the views of scholars; transitionalcompensatory programs have few philosophical advocates.4 1
Additionally, there is a growing suspicion that such programs
are doing more harm to native language mastery and to native
community involvement than the good that might be done in
academic achievement or English mastery.4 2

A dichotomy exists at a time when researchers are
contributing data that supports the 1953 UNESCO dictum which
emphasized the mother tongue as the key to second language
acquisition and academic achievement.

The emphasis of the

4°Fernandez, o~ cit., p. 12.
4 1Fishman, op. cit., p. 9. 42 Ibid., pp. 4-6.
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Title VII Bilingual Education Act, from its inception a
transitional program, is the teaching of English and not
bilingualism, although bilingual education should provide
equal emphasis in the mother tongue and the learning of
English.4 3 Closely associated with the program emphasis
controversy is a report written by the American Institute for
Research that was to evaluate ESEA Title VII programs.
The AIR Report
An evaluation of the impact of ESEA Title VII
Spanish/English Bilingual Education programs was conducted by
the American Institute for Research (AIR).

The four main

objectives of the reported study were the following.

First,

it was to determine the impact of bilingual education on
students in cognitive and affective domains in Spanish/
English bilingual projects funded under ESEA Title VII.
Second, it was to identify the educational practices which
resulted in greater gains in student achievement.

Third, it

I

was to describe the educational processes operating in these
projects, and fourth it was to determine per~student costs
associated with each project. 44 This report shaped public
opinion at a time that was considered inopportune.

The

43christina Bratt Paulston, "Teaching English to
Speakers of Other Languages: The State of.the Art,"
Bilingual Education, eds., Hernan La Fonta1.ne, et al, (\•layne:
Avery Publishing Group Inc., 1978), p. 156.
44Tracy c. Gray, "The AIR Report- Another.View,"
Forum, 1:1-2, September, 1978.
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state of the art for bilingual education was in its infancy
and the Bilingual Education Act for 1978 was being heard in
committee.45
The AIR report is not without its critics.

Gray said

that on the basis of this report, one is unable to decide to
what extent the inadequacies of bilingual education are an
artifact of measurement error, evidence of inherent limitation in production possibilities, a result of implementation
problems, the result of slippage between treatment and goals,
or the product of premature

assessme~t. 46

Cardenas wrote that the study was poorly conceived
and poorly implemented.47

IDRA (Intercultural Development

Research Association) conducted an analysis of the study and
identified major discrepancies. 48 Chess and Associates
presented a critical analysis which indicated serious
problems with the definition of key terms, interpretation of
results and ,overall evaluation design. 49 Cervantes suggested
that there were political motivations tied to the Watergate

47Jose A. Cardenas, "AIR Evaluation of Bilingual
Education," San Francisco, California: Development
Associates, Inc., 1977. {Mimeographed.)
48 "Preliminary Report, IDRA Responses to the AIR
Evaluation of the Impact of ESEA Title VII Spanish/English
Bilingual Education Program~" San Antonio, Texas: Intercultural Development Research Association, 1977. (Mimeographed.)
49Edward J. Etherson, "Critique of the AIR Report on
Bilingual Education." Paper presented at the California
Association for Bilingual Education, Anaheim, Cal~fornia,
1978.
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scandal and President Nixon when the evaluation contract was
awarded to the American Institute for Research.

He implied

that the report had little or nothing to do with bilingual
education in the state of California since only a limited
. number of sites were reviewed.

Moreover, he cited flaws that

were sufficient to render the AIR conclusions questionable
for bilingual programs nationwide.5°
The differences between transitional and mb.intenance
programs were not the major focus of the AIR report.

The

report alleged that, of· the programs investigated, many were
maintenance type programs when in fact the Bilingual
Education Act of the previous years called for transitional
programs. ·The Bilingual Education Act of 1978 continued a
transitional program format.5 1
The AIR report received wide coverage in the media.
Newspapers, magazines and the broadcast networks published
the aspect that was considered by some a supplanting of the
English language with Spanish.

The. strong public reaction

against the AIR finding that many Title VII programs were
viewed by project directors as being maintenance programs is
clear evidence about how the public felt on this issue. 52

5°Robert A. Cervantes, An Exemplary Consafic
Chingatropic Assessment: The AIR Report, Bilingual Education
Paper Series Vol. 2, No. 8, National Dissemination Center,
(Los Angeles, California: California State University,
Los Angeles, March, 1979), pp. 7-22.
5 1The Bilingual Education Act: Public Law 95-561
Education Amendments of 1978 Title VII. Rosslyn, Virginia:
National Clearinghouse for Bilingual Education, 1979, p. 3.
5 2John C. Jl[olina and Louis J. Sherpa, 11 A Call to
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The public view was not necessarily shared by educators,
scholars or researchers.

From a social science perspecti.ve,

Fishman suggested that American bilingual education move in
more maintenance-oriented and enrichment-oriented directions
since transitional-compensatory bilingual education was
scheduled to self-destruct in the not too distant future.5 3
If the public cannot accept the universality of the
mother tongue in bilingual, bicultural programs, evidence
that supports its viability as an instructional alternative
must be sought.

The AIR report on transitional v. main-

tenance programs reactivated a language chauvinism which
had confirmed beforehand.54

The transitional v. maintenance

v. enrichment controversy should not be ov.erlooked or set
aside by the bilingual educator since the mother tongue in
program goals and objectives must be linked to one of these
approaches for program implementation and student achievement.
Mother Tongue Research:
Predecessor to Student Achievement
Much of our knowledge in school and throughout life
is gained through reading, with a great part of the schools'

Bilingual Educators," The Bilingual Journal, 2:2-3, Fall 1977.
53Joshua A. Fishman, "The Social Science Perspe9tive, 11
Bilingual Education: Current Perspectives, Vol. I, Soclal
Sclence, (Arhngton, hrglnla: Center for Applled
Llngulstics, 1977), p. 48.
54Paul Simon, "Battling Langtlage Chauvinism;"
Change, November, 1977, p. 10.
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curriculum dependent on reading.

As previously cited, the

linguistically distinct student has not prospered as well in
reading as his English dominant peer.

The culturally dif-

ferent student has posed a puzzling problem to the teacher
because of a different mother tongue and sets of values
which may conflict with school academ.ic requirements. 55 .
Additionally, the language of reading and reading readiness
are considered an important preparation for any reading
experience at any reading leve1. 56 A review of the reading
.act might provide some clues for the teaching of the non
English speaking or limited English speaking students.
The Reading Act
Historically, the methods of

t~aching

reading have

been described as synthetic, analytical and eclectic with
today 1 s methods generally falling under the latter category.5 7
Reading has also been defined as decoding the print into
spoken language, understanding the printed language and the
expansion into upper levels of language through written
language.5 8 Other authors, notably Spache, rather than

55David L. Shepherd, Comprehensive High School
Reading Nethods, (Columbus, Ohio: Charles E. JYJerrill
Publishing Company, 1973), pp. 166-168.
5 6Paul c. Burns and Betty D. Roe, ~eaching Reading
in Today's Elementary Schools, (Chicago: Rand !·1cNally
College Publishing Company, 1976), pp. 75-76.
57Jililes v. Zintz, Corrective Reading, (Dubuque, Iowa:
i'lilliam C. Brown Company Publishers, 19'72), p. 382 •.
58 charles Child \valcutt, Joan Lamport and Glenn
JllcCracken, Teaching Reading, (New York, New York: Nacmillan
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define the reading act listed the components of reading.59
It was also noted that the task of reading could be more
easily accomplished if the language read closely resembled
the language the student heard and spoke. 60 The reading
process \'las additionally described as one which began with
the child's acquisition of language and with the experiences
that this language symbolized.
The relationship between a speaker's knowledge of
his language and his ability to read it was explained by
!veber.

She indicated that the tasks of learning a language

and reading should be separated for students whose language
lacks a correspondence between the language spoken and that
.
61
which is to be read.
It was suggested that the effects of
instructions in a weaker tongue would be educationally
deleterious.

Several authors and researchers have

suggested that the mother tongue.was the most effective

Publishing Company, Inc., 1974), pp. 18-25.
59Pose Lamb, "Reading: J)efinitions,
Beliefs," Readin : Foundations and
ies,
eds., Pose Lam an R1chard Arnd d, :Belmont, Ca 1 ornia:
:.,radsworth Publishing Company, Inc., 1976), pp. 7-8.
60 rbid., pp. 14-16.
61 Rose Marie Weber, "Linguistics and Reading,"
Ps cholo ical Factors in the Teachin of Readin , ed., Eldon
E. Ek\.ra ,
Columbus, Oh1o: Charles E. Kerrll Publishing
Company, 1973), pp. 269-286.
62 John Macnamara, "The Effects of Instruction in a
Weaker r,anguage," Journal of Social Issues, 23:121-135,
1967.
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language to use to teach reading63, 64, 65• 66 to the
linguistically distinct students.
Instruction in the I'iother Tongue
The failure of the Hispanic students in an all
English instructional setting, as previously documented, has
led to alternative instructional modes.

Educators and

researchers are suggesting that an instructional mode that
will provide greater benefits to these students is instruction in the mother tongue.

As an example, the teaching of

reading in the mother tongue allows the students to learn
the task of reading and not a compound task, the learning
of English as a second language in addition to reading. 67
Students learning to read in their mother tongue
have already learned most of the grammatical rules governing
63Nancy Modiano, "The Most Effective Language of
Instruction for Reading: A Field Study," Teaching the
BilinS¥al, ed., Frank Pialorsi, (Tucson, Arizona:
The Un1versity of Arizona Press, 1975), pp. 165-166.
64-nonald E. Critchlow, "Teaching All Children to
Read, 11 Read in and the S ani sh S ealdn Child, ed. , Donald
Critchlow, Texas
ate Council of the International Reading
Association, 1975), p. 10.
.
65Eleanor i'lall Thonis, Teaching Reading to NonEnglish sreakers, (New York, New York: The Macmillan
Company, 970), pp. 27-29.
66James Cummins, "Linguistic Interdependence and the
Educational Development of Bilingual Children," Review of
Educational Research, 49:233-235, Spring, 1979.
67u.s. Commission on Civil Rights, "A Better Chance
to Learn: Bilingual-Bicultural Education," (~lashington,
D.C.: u.s. Government Printing Office, Hay, 1975), · p. 29.
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the use of their language.

Knowledge of these rules, though

subconscious, aids in decoding words and in reconstructing
meaning. 68. Modiano suggested that the road to reading
success in the second language was best paved by a strong
reading foundation in the mother tongue.

She further empha-

sized that teachers should continue to employ the old adage:
"Teach each child from where he is."

Translated into bilin-

gual pedagogical language it means that educators should
utilize the student's mother tongue as a vehicle for formal
instruction. 69
In a research study conducted in the Highlands of
Chiapas, Mexico by N:odiano, Indian students who were taught
reading in their mother tongue while a control group was
taught to read first in their mother tongue read with greater
comprehension in the second language than the students who
received all reading instruction in the national language. 70
Gudschinsky noted that monolingual speakers of minority languages learned the second language when it was used as an
instructional vehicle if they were first taught to read and
write in the mother tongue.

Gudschinsky's studies of

Peruvian, N:exican and Vietnamese bilingual programs described
68 Ibid., p. 52.

69Nancy Modiano, "Where are the Children, 11
The Florida FL Reporter, 7:93-170, Spring/Summer, 1969.
7°Hancy Modiano, "National or Mother Language in
Beginning Reading: A Comparative Study," Research in the
Teaching of English, 2:43, April 1968.
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a high degree of success when the mother tongue conditioned
the pupils to early successes,

Success in early school

experiences lead students to expect and obtain success in the
transition to another language.

She posited that utilization

of the pupil's oral fluency in the mother tongue, in learning
the skills of reading and writing, promoted literacy in the
primary language.

Conscious control of the mother . tongue was
shown to be valuable in second language acquisition. 71
A Finnish study conducted in Sweden and reported by
Paulston provided support for instruction in the mother
tongue.

This study concluded that nurturing of the mother

tongue is essential to the education of students who do not
.
72
speak the language of the host culture,
Paulston found
clear evidence that development in the mother tongue
facilitated second language learning.

She noted that there

were serious implications that without such development
neither language would be learned well, resulting in
11

semilingualism.n73
Pauls.ton identified a significant factor ..in Ramos'

study concerning learning transfer.

She suggested
that the
I

transfer of reading skills from language to language would be
7 1sarah c. Gudschinsky, "Literacy in the Mother
Tongue and Second Language Learning." Paper presented at the
Conference on Child Language of the International Center for
Research on Bilingualism, Chicago, November, 1971.
7 2christina Bratt Paulston, "Research," Bilingual
Education Perspectives, Vol. II, Linguistics, (Arlington:
Virginia: Center for Applied Linguisti.cs, 1977), pp. 90-91.
73 Ibid.,
. p. 93
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helpful in programs dealing with scho21 dropouts.

Possible

dropouts should be taught to read in the mother tongue since
language could be learned without instruction, but reading
could not. 7 4 Paulston reviewed dissertations that used
standardized language arts achievement tests.

These tests

showed that bilingually instructed pupils mostly of Hispanic
background, scored as well as or higher than the group
receiving instruction only in the English language.
also scored higher in the 'spanish language.7 5

They

Although early experiments suggested that reading
\

habits in one language should be thoroughly developed before
other habits were introduced, little scientific data existed
. 76
at the time.
Christian suggested that an ideal pattern
for second language literacy would indefinitely build upon
mother tongue literacy as literacy in the second language
was developed.7 7 Continuing to build upon the mother tongue
as the second language was being learned might be equated as
a maintenance type of bilingual, bicultural program.

A

recurring problem for the teacher has been determining the
appropriate mastery level in the student's mother tongue
before the second language is introduced.
74 Ibid., p. 107.
75Ibid., p. 115 •.
7 6Lloyd s. Tireman, Teaching Spanish-Speaking
Children, (Albuquerque: The University of New Jl!exico Press,
1948), p. 36-38.
.
7 7chester C. Christian, "Social and Psychological
Implications of Bilingual Literacy, 11 The Bilingual Chi.ld, ·
ed., Antonio Simoes, Jr., (New York: Academic Press, 1976),
p. 17.
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The Second Language and the l-lother Tongue
The appropriate timing f'or the introduction of' the
second language is,, critical and crucial to continued literacy
and educational development of' the linguistically distinct
student.

Ef'f'ective bridging of' the gap between the first and

second language means that consideration might be given to
the sequence of language development in the mother tongue.
Oral language development in the mother tongue is essential to
literacy.

Once literacy is developed in the mother tongue

then an intensive program in oral language development in the
second language should follow.7 8 Provision for skills transference from one language to the other is possible with cognitive growth and access to knowledge through the stronger
language.

For students with general or specific learning

disabilities, the priority should be communication or oral
language mastery, not English literacy.79

Success in second

language acquisition is predicated by a strengthened mother
tongue whose foundation is built on an oral control which
ultimately promotes reading and writing in the mother
tongue. 80 Other researchers have indicated that acquisition
of second language skills in English follow the same order of
78Pedro da Cuna, "Bridging the Gap," The Bilingual
Journal, 2:18-20, Spring, 1978.
79Ibid.
80Eleanor \'/ •. Thonis, "The Dual Language Process in
Young Children," (Narysville: Marysville Reading-Learning
Center, 1978, Xeroxed), pp. 3-8.
·
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acquisition as that used while learning the mother
tongue.81,82
School district language arts sequencing and program
development in both languages are important aspects in the
total planning of the bilingual curriculum.

Johnson

suggested that English reading should be delayed until the
student is taught to read the variety of language the student
speaks. 8 3 The school's language arts program in the national
language was identified as a major weakness that undermined
the educational achievement of minority children. 8 4 Some
educators have recognized the importance of a well
articulated language arts program in both languages from
.
85
kindergarten to the twelfth grade.

82Heidi C. Dulay and Marina K. Burt, "Creative
Construction in Second Language Learning and Teaching," ~
Directions in Second Language Learning, Teaching and
Bilin?Ual Education, eds., Marina K. Burt and Heidi C. Dulay,
('llash~ngton, D.C.:
TESOL, 1975), p. 25.
8 3Kenneth R. Johnson, "Two Suggestions for Teaching
Reading to Culturally Disadvantaged Children," The Many
Facets of Readin~, Thirty-Fifth Yearbook, (Claremont:
Claremont Gradua e School, 1971), p. 183.
8 4Richard L. Light, 11 0n Language Arts and Ninority
Group Children," Langua~e and cultural Diversitt in American
Education, (Englewood C iffs, New Jersey: Pren ice Hall,
Inc • , 19 72) , p. 10
8 5Herbert Gans, "The ';lorking Class, Lower Class,. and
11iddle Class, 11 Lan;ma~e and Cultural J?iversi tt} in American
Education, eds., Ru o ph c. Troike and Roger • Abraliams,
(Engle•rood Cliffs, New Jersey: Prentice Hall, Inc., 1972),
pp. 65-66.
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The findings of studies on the mother tongue and.the
seco.nd language in the Philippines are not as clear as
Modiano's and Gudschinsky's.

Ramos, et al, drew a conclusion

from,the Iliola I experiment that the Filipino student taught
in the mother tongue from the outset of his/her education,
became literate in both the first and second languages.
Students in the control group who were taught the second
language from the beginning did not/equal the experimental
group's second language literacy. 86 Another experiment
reported by Ramos in Rizal disputed the Iliola I findings. 87
Ramos concluded from these studie.s that a complementary
action existed between the mother tongue and the second language.

vlhen one language complemented another, transfer o:f
training between languages took place. 88
Some educators agree that it is important to first
teach the student to recognize the sounds of the mother
tongue on paper.

The student then transcribes them and

learns to read these sounds while receiving oral training in
the second language,

Once the students have mastered lit-

eracy in their mother tongue they are more receptive to
learning to read and write in the second language. 8 9
86Maximo Ramos, et al, The Determination and
Im lamentation of Lan a e Folic , (Quezon, Philippines:
Phoenix Press, Inc.,
7.
87
.
88 Ibid., p. 63.
Ibid. , p. 112.
B9Focus 2, Bilingual Education, (Princeton,
New Jersey: Educational Testing Service, 1976), pp. 3-4.
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An earlier study conducted in Puerto Rico
cor:J;"oborated these findings.

The study suggested that it was

beneficial for students to have a basic foundation in their
mother tongue before an attempt was made to teach them
English. 90 Butler supported this viewpoint and reiterated
that the mother tongue should not be neglected by any class
. 91
of students.
There is a growing awareness in the United
States that many non-English speaking students were not best
served by immersion in monolingual-English education.9 2
The literature has suggested that once the sequence
of literacy in the mother tongue is accomplished it becomes
the prelude to the development of strategies for second
language acquisition.

However, during the process of

cognitive development the affective domain may also play an
important role in the overall language development of the
linguistically distinct students.
Language and the Affective Domain
Learning one's mother tongue is accomplished after
years of practice.

Generally, the child who has learned a

90A Survey of the Public Educational System of Porto
Rico. Studies of the rinternational Institute of Teachers
College, Columbia University, No. 8, (New York: Teachers
College, Columbia University, 1926), pp. 52-3.
9 1Nicholas Murray Butler, The Meaning of Education,
(New York: The Macmillan Company, 1912), pp. · 164-67.
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language has developed an internal representation of a system
of

~les

that determine how sentences are to be formed, used

and understood.93

Mother tongue usage becomes obvious and

important as a vehicle for complex thinking.

Allowing the

student to use and develop the language best known promotes
self-worth and validates his/her language and culture.

A

student faced with a task of expressing new ideas and thought
through a second language that has not been fully acquired
and developed, might never learn to express himself/herself
well. 94
Learning to read and write is closely linked to the
spoken language.

Literacy cannot be isolated from the

mastery of language as a whole.

Learning the mother tongue

is not learning the sounds of words or structures; it is
learning how to mean.95

Development in the language of

greatest familiarity is necessary for expanded horizons.9 6
Rejection of this language promotes conflict within the
familial structure as well as physical and psychological
93Noam Chomsky, Aspects of the Theory of S~tax,
(Cambridge, Massachusett~s~:~~T~h~e-f,M~.TI~.mT~.-P~r~e~s~s~,-T1~9~7~6~};~,~p~. 25.
94Prado, op. cit,, pp. 102-4.
95Michael A. K. Halliday, "Language Acquisition and
Initial Literacy, 11 The Many l!'acets of Reading, Thirty-Fifth
Yearbook, (Claremont: Claremont Graduate School, 1971),
pp. 63-67.
.
9 6Alfonso R. Nava and Anthony R. Sancho, "Bilingual
Education: Una Hierba Buena," Headin the Teachin Learnin
Process, Thirty-Ninth Yearbook, Claremont: Claremont
Graduate School, 1975), pp. 116-7.

'
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problems. 97
Different social groups reflect language attitudes
about other languages that were classified by Simon as
language chauvinism.

They consider their language to be

better than other languages.
product.

Language is an historical

Consequently no one language is better, more

logical or more beautiful than any other.

Valuing the

student's language while he learns a second language promotes
a positive self-concept, a major goal of education.9 8 Since
language'is central to learning, and intellectual ability
seems to have little to do with.ability to learn a language,
a successful bilingual educational program must also be
bicultural, with no ethnocentrism from either language or
culture.9 9 Bilingual programs operate on the premise that
the bilingual student can learn, thereby negating previously
held expectations that were based on the supposed learning
disability of the bilingual student. 100 It has been reported

97Manuel Ramirez III, "The Bilingual Program and the
Psychodynamics of the Chicano Child," Reading and School
Life, Thirty-Fourth Yearbook, (Claremont: Claremont Graduate
School, 1970), p. 68.
98 Rudolph c. Troike, "Language and Linguistics in
Bilingual Education," Bilingual Education, eds., Hernan
La Fontaine, et al, (1•/ayne: Avery PublJ.shing Group, Inc.,
1978), p. 134.
99Ronald Hacauley, Attitudes Toward Language and
Their Im ortance for Children's Lan ua e Learnin , Bilingual
E uca J.on Paper SerJ.es Vo • , o. , Na J.ona
J.ssemination
and Assessment Center, (Los Angeles: California State
University, Los Angeles, December, 1977), pp. 4-7.
100 carlos N. Rodriguez, "The Bilingual School: An
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that the very respect accorded by educators to the student's
mot4er tongue has paved the way for second language literacy
and learning. 101 Educators have suggested that the students
coul~

be maintained at the proper grade level with mother

tongue instruction while English was learned.

This theoreti-

cally avoided the psychological trauma of language isolation
and the sacrifice of academic progress as factors in the
affective domain. 102
Aspects that continued to surface in the literature
suggested that achievement of the linguistically different·
students was controlled by several factors besides the
mother tongue and the second language.

A review of these

aspects is presented in a condensed fashion by other
researchers.
Other

A~pects

to Consider

The varied educational experiences provided by
school districts are determined bY factors beyond the students' control.

The personnel hired, classroom environment,

program quality, number of years as a program participant,
pupil/teacher ratio are but a few of these factors.

Overvie,,/, 11 Theories of Language Learning and Reading,
(Austin: Southwest Educational Development Corporation,
1 973) , pp. 6-7.
101 w. Cameron Townsend, They Found A Common Language,
(New York: Harper & Row, Publishers, 19'72), pp. 14-82.
.
102Arnold Raisner, "The Aspects of Language
Transition: The School Bilingual Program," Bilingual
Education, eds., Hernan La Fontaine, et al, (lvayne: Avery
Publishing Group, Inc. , 1978) , p. 1 75.
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In a survey on the use of vernacular languages Engle
reported that there was neither a clear direction nor a
mutual, consistent pattern emerging in the studies reviewed.
Notable among the studies surveyed were Modiano, 1968;
St. Lambert Experiment, 1972; Iliolo I and Rizal, 1967 and
Uganda, 1971. 103 Engle reported eight basic generalizations
that were inherent in the studies surveyed which may have
implications for this study.
First, teaching second language literacy without oral
language training was not likely to succeed.

Second, bilin-

gual programs did not have a deleterious effect on the student's mother tongue development.

Third, although there may

be an initial slower rate of progress, program effectiveness
increased with the number of years that it was in operation.
Fourth, the ethnicity of the teacher and training apparently
had some effect on learning.

Fifth, instruction in the

mother tongue during earlier school years was apparently more
effective.

Sixth, success in language instruction was predi-

cated on a complex fabric that differed with each situation.
Seventh, the Hawthorne effect altered results when it was
not taken into consideration.

Finally, some studies observed

a transfer from one language to another in the absence of any
teaching in the second !anguage. 104
103Patricia Lee Engle, The Use of Vernacular Languages
in Education: Language Medium in Earl School Years for
lnorl y Language Groups, Papers ln pp le Llnguls lcs,
Bilingual Education Series No. 3), (Arlin~ton, Virginia:
Center for Applied Linguistics, 1975), pp. 1-18.
.
10 4Ibid., pp. 18-19.
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J

The placing of the linguistically distinct student
in the proper course or section must be considered in program
planning.

An inability to accurately diagnose_an aptitude

correctly improperly placed some students in lower ability
groups. 105 No single assessme~t of student language
performance should be considered as an adequate measure of
competence. 106
Several researchers documented the following factors.
One is the teacher's ethnicity.

Students did not learn to
read from dominant group teachers. 107 A second factor dealt

with language learning.
formal manner.

Language need not be learned in a

Better language learning took place when a

creative construction of new language was promoted as a
medium of instruction. 108 Another factor was the positive
outcome attributed to bilingual instruction. 109 Consistent
105John J. Gumperz, "Verbal Strategies in
~Tul tilingual Communication, 11 Language and Cultural Diversity
in American Education, eds., Rudolph c. Troike and Roger D.
Abrahams, (Englewood Cliffs, New Jersey: Prentice Hall,
Inc., 1972), p. 193.
106Hugh Mehan, "Ethnography," Bilingual Education:
Current Pers ectives Vol. I Social Science, (Arlington,
Virg1n1a: Cen er or Applled Linguist1cs, 1977), pp. 61-67.
10 7R. P. l'TcDermott, "The Cultural Context of Learning
to Read," Paoers in A lied Lin istics Lin=istics and
Reading Series , Arlington, Virginia: Center for App ied
Linguistics, 1977), pp. 11-12.
108Evelyn R. Hatch, "Second Language Learning,"
Bilingual Education: Current Perspectives Vol. II, Linguistlcs~ (Arllngton, Vlrglnla:
Center ±or Appi1ed LlngulS1;lcs,
1971), pp. 67-76.
109Jose Ole.sini, "The Effect of Bilingual Instruction
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negative outcomes associated with linguistics inadequacy, in
the context of American education, are ample justification
for the learning alternative of instruction in two
languages. 110 When the similarities and differences of the
two languages were identified, as in a bilingual program,
interference between the two languages was minimized. 111
Qualitative thoughts on bilinguality, previously
thought of as negative and counterproductive, are changing.
Research studies of bilingual programs in Santa Fe, New
Mexico indicated a student increase in English language capability, with matched or surpassed scores on national norms in
reading and mathematics. 112 Bilingual students have performed better on verbal and non-verbal I.Q. tests, a reversal
of previous findings. 11 3 Qualitative thoughts and reversals
no~aithstanding,

a basic goal of education has been met by

on the Achievement of Elementary Pupils," PhD dissertation
(unpublished), East Texas State University, 1971, p. 51.
110Elaine C. Condon, "Bilingual Education," System,
May 1974, p. 18.
111 Richard Cornejo, "Reading in the Bilingual
Classroom: nethods, Approaches, Techniques and the Transfer
of Kn~aledge," Readin the Teachin. Learnin Process, ThirtyNinth Yearbook, Claremont: Claremont Graduate School, 1975),
p. 111-112.
112Philip Miller and }!ariano Romero, Longitudinal
Stud Title VII Bilin ual Pro ram Santa Fe Public Schools
Santa "'e, New T"exico, Monograph o the National Dissemination and Assessment Center, (Los Angeles: California
State University, Los Angeles, June, 1978), pp. 9-13.
113 :val lace E. Lambert, et al, eds., Language,
Psychology, and Culture, (Stanford, California: Stanford
University Press, 1972), p. 152.
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bilingual educational programming, namely, that a purported
negative self-image of the bilingual student had been
counteracted. 114
Educational institutions responding to meet the needs
of the linguistically distinct students have subscribed to
varying goals.

The California Master Plan for Bilingual,

Bicultural Education desoribed a process to achieve one of
,'

these goals.

The process is to utilize the student's mother

tongue as the principal source of instruction while
systematically and sequentially teaching him or her the lan.
115
.guage of the host culture.
Using the mother tongue as the
principal source of instruction avoids what research had
increasingly revealed, a deprivation, coupled with cultural
and linguistic rootlessness, a crisis of identity and social
estrangement. 116
Summary
In this chapter the literature and research related
to this study were reviewed and reported.

Language as a

significant political issue with its broader implication of
11 4carol 1!Talcher and Flora V. Rodrigues-Brm.,n,
"Social and Psychological Aspects of Language Use by Bilingual
Children," (Chicago: Bilingual Education Service, Illinois
Bilingual Evaluation Center, 1978, Xeroxed), p. 2.
11 5state Department of Education, California ·
Bilingual-Bicultural Task Force, "Jo;ast~r Pl~n for BilingualBicultural Education," Sacramento, Cal1forn1a: 17 July
1972, (Mimeographed), p. 12.
116Norman F. Davies, "Comment, Bilingual Education
. and the Immigrant," System, 2:14-15, May, 1974.
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cultural pluralism was discussed.

Although languages other

than English had been in use by certain groups since the
Colonial period, the period of noticeable English prominence
came at the turn of the twentieth century.

During this

period the melting pot concept, the Americanization of
immigrants, isolationism and nationalism were prevalent.

As

American educational thought expanded to geographic areas
where English was not the indigenous language, English
language chauvinism prevailed.

It was not until after the

second \'/'orld l'lar that broader segments of the American
population became interested in other languages or ethnic
identity.

During the 1960's official recognition that

linguistic and cultural differences existed was promoted by
legislative and judicial actions.
The educational program emphasis, in relation to
mo_ther tongue instruction, was documented •. Educators,
researchers and scholars favored maintenance or enrichment
bilingual, bicultural educational programs while the public
view, promulgated through legislative action, produced a
transitional program emphasis.

The controversy over the

timeliness of the AIR report on ESEA Title VII program
evaluation was presented.

The broad spectrum of critique,

from varied sources, ranged from accusations that the report
was politically motivated, with ties to Nixon's reelection
campaign fund, to poor research design.

Numerous studies

were cited that provided favorable educational reasons for
the utilization of the mother tongue in the development of
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sequential language arts programming while the second
language was being learned.
Bilingual, bicultural education was an educational
alternative promoted by documented failure of our schools
with regards to linguistic minorities.
1~~

High drop-out rates,

basic skills scores on achievement tests and attendant

psychological trauma promoted instructional change •. Pertinent research on instruction in the mother tongue indicated
affective and cognitive benefits for the linguistically
distinct students.

Notable among the research efforts that

supported this contention were several studies.

11odiano

(1968, 1973) noted that students in Chiapas, Mexico read the
national language with greater
comprehension
when the initial
'
.
reading instruction was in the mother tongue.

Gudschinsky

(1971) described how an initial success from mother tongue
· instruction promoted subsequent success in a second language.
Ramos (1967) reported

~~o

studies in the Philippines.

first study indicated that literacy in

~o

The

languages was

possible when instruction was initiated in the mother tongue.
The second study disputed the original findings but Ramos
concluded that there were complimentary actions taking place
be~een

the mother tongue and the second language.
Paulston (1977) reported that a Swedish study

suggested that Finnish migrant students whose mother tongue
was well developed before introduction into a second language
learned the second language with greater facility.

She noted

that without the mother tongue foundation neither language
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would be well learned, resulting in semilingualism.

Her

reviw of Ramos' work identified a positive learning transfer
in reading.
A study conducted in Puerto Rico by Columbia
University in 1925 was supportive of mother tongue instruction since it provided a strong foundation for second
language acquisition.

Olesini (1971) reported that bilin-

gual education provided positive outcomes.

Other studies by

Thonis (1977), Ramirez (1974), Engle (1975) and Burt and
Dulay (1975) provided supportive evidence for strengthened
mother tongue instruction as the predecessor to second
language learning.
In Chapter 3 the procedures used to conduct this
study will be explained.

Chapter 4 will analyze the data

while Chapter 5 provides a summary of the research effort
with recommendations for secondary school bilingual,
bicultural programs.

Chapter 3
PROCEDURES OF THE STUDY
In this chapter the procedures used to conduct the
study are presented.

The chapter is divided into fourparts:

the Population, Data collected, Research Design and Summary.
•

The Populat.ion

'In qrder to select a sample population for this study,
twenty-five letters were sent to school districts in the
state of California which were providing bilingual education
as part of their instructional program.

The names of these

districts were secured from a directory published by the
Bilingual-Bicultural Education Section of the California
State Department of Education.

The directory identified

those school districts which received funding under AB 2284
and ESEA Title VII.
The school districts were selected on the basis of
three questions.

The first question was whether reading,

literacy skills, content area reading, and/or language arts
was taught in Spanish, the student's first language.

Second,

whether the school district had gathered pre-post test scores
in English and Spanish for the school years 1977-1978,
52
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and/or 1978-1979.

Third, whether the school district wanted

to participate in the study and \'IOUld supply the needed data.
Of the fifteen school districts that responded, only five met
the three point criteria.
meet was the second.

The most difficult criterion to

School districts either had pre-post

test scores in English or in Spanish, but not in both
languages.

A sample letter appears in Appendix B.

School Districts
In Table 1 district enrollment information, percentage
of Hispanics, percentage of limited and non English speaking
students are presented for the five districts. 1 The Southern
California school district, District A, is situated near an
urban center.

It provided remedial reading instruction in

Spanish reading to the Spanish speaker at the junior and
senior high level.

The reading program included a spectrum

of student reading from non-literate junior and senior high
school to those reading at the fifth grade level.

The

reading course was designed to introduce the Spanish speakers
to reading and writing in.their mother tongue.

Classroom

instruction covered the areas of readiness, phonics, structural analysis, comprehension, sight vocabulary and writing.
Vocabulary and critical reading and writing skills were
stressed.

Instruction was in small groups or on a one-to-one

1Norman Gold, consultant with the California State
Education Department of Office of Bilingual-Bicultural
Education at Sacramento, California. Personal communication
of April 7, 1979.
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ratio in order to deal with individual differences.

A ratio

of one adult to ten students '"as maintained wherever
I

possible.

A comparable course in EnRlish reading was

provided in other schools in the district that did not offer
reading instruction in

Sp~Dish.

Table 1
Enrollment Data Reported to California State
Department of Education

of
Percent of
Percent of Percent
District District
Limited
English
Non-English
Enrollment Hispanics Speakers
Speakers

"A"

23,651

34.2

5.3

1.5

f1J3"

9,336

31.0

2.8

1.4

"C"

2,313

63.2

6.9

3.5

"D"

2,092

7.3

ll.2

o.o

UEU

26,335

29.6

4.9

1.1

One of the central California districts, District B,
is a trading center on the central coast with agriculture and
business as major contributors to the community economy.

A

reading course is offered to junior and senior high school
students whose pre-test scores on a standardized test place
them below the first or second quartile for their respective
grade level.

The students may select bilingual reading or

regular reading in the junior high school and high school.
Instruction in either reading course is provided by a teacher
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and

an

instructional aide.

A ratio of one adult to eleven

students was maintained whenever possible.
The trird district, Dictrict
the five school districts.

c,

is the most rural of

Its location is in the central

valley of central California.

Agriculture and light manu-

facturing are the major contributors. to th:is area's economy.
A reading course in Spanish is offered to non·English and
limited Eng1ish speaking students in grades 7 and 8.

A'

remedial reading c.ourse is offered to the non English speaker
who may also be a non reader.

A developmental reading course

is offered to the limited English speaking student.
adult to student ratio is maintained

be~~een

The

10 or 12 to 1.

The fourth district, Dictrict D, is located in a
large urban area in Central California.

The district's high

school has a student population who consistently perform
belm'l district and national norms for standardized tests.
The influx of students whose dominant language is not English
was considered a contributing factor to the decline in test
scores.

Students 1'/ho are non English speakers are enrolled

in English-as-a-Second Language.

Students who spoke English

as a sec.ond language were enrolled in remedial English
classes.

Content area reading courses \'/ere taught bilin-

gually in social studies and science.

The ninth graders

took social studies and the tenth graders took science.
The fifth district, Dictrict E, is similar to
District B.
valley.

It is a trading center in the central California

Agriculture and business are an integral part of the
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economic community.

Limited English speaking students are

enrolled in bilingual classes and English-as-a-Second
Language.

The bilingual classes were content area courses

of the secondary school curriculum.

A two semester course,

Spanish for the Spanish speakers, was designed for native
speakers of Spanish •. It emphasized grammatical structure of
the language as well as reading and writing skills.

!
The Students
The students in this study were classified as
Hispanic by school district personnel after the parent or
guardian completed an ethnic/racial survey which identified
the student in this category.

An Hispanic as defined on

Form R-30 of the California State Educational Department, is
a Mexican, Puerto Rican, Cuban, Central or South American,
or other Spanish Culture or origin, regardless of race.
Additionally, these students were classified as
limited English speaking if they met one of the following
criteria.

First, the students were classified by trained

district personnel as non or limited English speakers during
the October, 1977, census in which the San Diego Observation
Assessment Instrument (SDOAI) was employed.

Second, the

students had a home language other than English as determined
by parents or guardians on a Home Language Survey, and had
obtained grade equivalents in a norm-referenced test that
placed them two or more years behind the norming population
in reading

test~.

Third, the students had been classified as
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limited or non English speakers by other tests such as the
Basic Oral Language Test (BOLT), the Language Assessment
Scales (LAS), the Basic Inventory of Natural Language (BINL),
or a test selected by the district to meet Lau requirements.
The grade levels of the students in this study were
from the seventh through the tenth grade in the selected
secondary schools.

These students were enrolled in a reading

course, a content area reading course, or a language arts
course, whose fundamental function was the teaching of
reading to limited English speaking students.

The classes

used Spanish as the language of instruction, English as the
language of instruction or a combination'of both languages.
Data Collected
The data collected came from pupils' reading test
scores in English and/or Spanish.

Each district in this

study selected its own student evaluation instrument.

There

was no control over which tests were to be employed to assess
student progress.

In Table 2, the assessment instrument

used by each of the school districts is presented.
Each assessment instrument generated raw scores
which were converted to percentile ranks according to the
technical manuals for each tests.

This score transformation

was used to facilitate comparisons of scores among the
different instruments.

A linear transformation procedure

was used to assure similarity to the original raw
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score. 2 • 3

The relationship of percentiles, standard

deviations and a standard-score scale with a mean of 100 and
standard deviation of 15 is presented in Table 3. 4
Table 2
.Assessment Instruments Used by Districts
Assessment Instruments
District

CTBS 1
E

A

s

X

INTER

E S E

s

SDRT

]lf..AT

E

E

E

X

X

I

NEL

X

X

B

LAB

X

X

'

c

X

XX

X
..

D

X X

E

X

X

1Key

CTBS
LAB
INTER
SDRT
MAT
NEL
E
S

-

Comprehensive Test of Basic Skills
Language Assessment Battery
Inter-American
Stanford Diagnostic Reading Test
Metropolitan Achievement Test
The Nelson Reading Test
English Version
Spanish Version

2Edward De Avila, et al, "Bilingual Programs Exit
Criterion, n CABE Research Journal Vol. I, No. 2, September
1978, p. 28,
3John T. Roscoe, Fundamental Research Statistics for
the Behavioral Sciences, (New York: Holt, Rinehart·and
l'/"inston, Inc,, 1975), p. 74-78.
4r1anual-Tests of General Ability and TesttJ of
Inter-American Series Forms CE and DE
Austin, Texas: Guidance Testlng Associates,

59

Table 3
Apyroximate Standard Score Equivalents
of Percentiles in a Normal Distribution (Standard score
scale \'lith mean of 100 and standard deviation of 15)

%Ues
99
98
97
96
95
94
93
92
91
90
89
88
87
86
85
84
83
82
81
80
79
78
77
76
75

Sta_'1dard
Standard
Standard
Standard
Scores %iles Scores %i1es Sco"~"es %iles Scores

-

135
131
128
126
124
123
122
121
120
119
118
118
117
116
116
115*
114
114
113
113
112
112
11 1
11 1
1.10

74
73
72
71
70
69
68
67
66
65
64
63
62
61
60
59
58
57
56
55
54
53
52
51
50

--

110
109
109
108
108
107
107
107
106
106
105
105
105
104
104
103
103
103
102
102
102
101
101
100
100

I

49
48
47
46
45
44
43
42
41
4-0
39
38
37
36
35
34
33
32
31
30
29
28
27
26
25

-l<·84th %ile is S.D. above the mean;
16th ~tile is S.D. below the mea_'1.

100
99
99
98
98
98
97
97
97
96
96.
95
95
95
94
94
93
93
93
92
92
91
91
90
90

24
23
22
21
20
19
18
17
16
15
14
13
12
11
10
9
8
7
6
5
4
3
2
1

89
89
88
88
87
87
86
86
85*
84
84
83
82
82
81
80
79
78
77
76
74
72
69
65
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Table 3 (Continued)

34.1%

34.1%

Mean

Standard
Deviations

0

A Standard
Score Scale

55

70

85

100

115

130

145

Percentiles

0.1

2.3

15.9

50

84.1

97.7

99.9

'

Instrumentation
The tests used to assess reading ability are
considered to be reliable and valid.

The reliability or

validity was. established by independent reviews or the
author's statistical analysis.

A short description of each

test follows.
Language Assessment Battery (LAB III).

This test was

developed by the Office of Educational Evaluation of the
Board of Education of the City of New York.

Its development

was under the supervision of Dr. Anthony J. Polemeni,
Director, Office .of Educational Evaluation.

The test

assesses reading, writing, listening comprehension and
speaking in English and Spanish of children in kindergarten
through grade

t~elve.

The reading test, as defined by the

author, is the recognition of morphological and. syntactical
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structures a11d comprehension of English and S-pa"lish in
grapheme form..

The La11guage Assessment Battery is composed
Level I, grades K-2; Level II, grades 3-6;

of three levels:

Level III, grades 7-12.

Of the four subtests in Level III,

shown in Table 4, test 1, 2 and 3 are group administered and
test 4 is individually administered.
In Table 5, statistical information about the
La>1guage Assessment Battery is presented.

The reliability

coefficients, as reported in the technical manual of the Langu.age Assessment Battery, are displayed.
bility are reported in this table.

T\10

types of relia-

One is split-half esti-

mates based on odd-even scores corrected for attenuation by
.

r

the Spearma>1-Brmm Prophecy formula ( II), and internal
consistency based on Knder-Richardson formulas 20 and 21
(rKR 20 , rKR 21 ). The table also shows the ~'leans, Standard
Deviations, and Standard Errors of l'.'!easurement. 5
Table 4
r,anguage Assessment Battery Level III, Subtests,

..

Items, and Time Administration

__ _

t __ .....:::;::::::.~:-==-~~-

Subtests

..

Test 1 J,istening
Tesi; 2 Reading
Test "'-' it/ri tin::<;
Test 4 SpeaJ.cing
Total

··=--m "·-

I

=

Items

Time

30
28
20

approximately 8 minutes
approximately 20 minutes
approximately 8 minutes
.§J?.Proxim~-Y
5 minutes
approximately 41 minutes

.1.i
92

5Hew York Ci t;r _ianf;,Eage Ass~ssment Batt~.J?y, !ecl;mical
r.Tamml, (Nevr York: Board of Educab.on of the Cl ty O.L
New York, 1976), pp. 2-35.
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Table 5
· Language Assessment Battery, Level III,
Reliability Coefficients, Nean, Standard Deviation,
and Standard Errors of Measurement
English - Level III - Reading
Grade

7

8

9

10

11

12

r

KR20

.86

.86

.83

.87

.86

.82

KR21
r1I

.83

.84

.81

.86

.85

.79

.87

.87

.85

.87

.88

.85

!1ean

22.07

23.53

24.63

24.45

25.16

25.16

S.D.

4.90

4.42

3.68

4.24

3.73

3.27

S.E.r~1.

1.83

1. 65

1.52

1.53

1.40

1. 39

r

'·

Spanish - Level III - Reading

Grade

7

8

9

10

11

12

r

KR20

.91

.91

.91

.90

.88

.88

rKR21
r1I

.91

.90

.90

.89

.88

.88

• 92

.93

.92

.91

.89

.90

l''ean

18.30

20.58

21.96

23.84

25.30

25.15

S.JJ.

7.07

6.51

6.05

5.04

4.01

4.11

S. E. E.

2.12

1.95

1.82

1.59

1.39

1.42

---

Comprehensive Test of Basic Skills (CTBS/S),
(CTBS/T).

This test was written by teachers of the appro-

priate grade level in cooperation with curriculum and testing
specialists of the CTB/McGraw-Hill Publishing Company.

It is

designed to measure comprehension and application of concepts
and principles in reading,
reference skills.

lan~age,

mathematics, and

The subtests are in English.

Although

there are seven levels, only the latter two, Level 3 and
Level 4 were used for grades 7-8 and 9-12, respectively.
subtests, as indicated in Table

~·

Two

are group administered.

The subtests were used to assess English reading ability.
In Tables 7, 8 and 9, statistical information about FormS
and Form T are presented.

In Table 7 reading reliability

coefficients are presented and in Tables 8 and 9 grade
equivalent means, standard deviations, medians and the
standard errors of mean are also presented for reading. 6 An
independent reviewer rated the KR 20 within grades at .77-.92
with a median of .89 for this test.7
CTBS -.Prueba Comprensiva de Destrezas BasicasNivel 3, Forma S
CTBS/CB-EX-4-S).

y

Nivel 4, Forma S.

(CTBS/CB-EX-3-S y

These tests are Spanish adaptations and

translations of the CTBS Level A, Form S through Level 4
6comprehensi:;e Test of Basic Skills, Technical
Bulletin #1 and #2, Form S and T, {Monterey, California:
CTB/HcGraw-Hill, 197 4, 1977) , p. 39-40.
?oscar K. Buros, Readin : Tests and Reviews II A
li'Ionograph of Seventh Mental J'vleasurements Yearbook, Highland
Park, New Jersey: The Gryphon Press, 19'75), pp. 18-24.
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Form S, com'Dlete battery.

The adaptation and translation was

under the direction of r:Ianuel Vizcaino of the NorwalkLa Y.Urada Unified School District and Antonio de Porcel,
Adaptation Desi,c;n r:odel.

These tests were used in limited

distribution for testing and experimental purposes.

No

statistical information was available for these tests.
CTBS Esnanol - Level 3.

This test is a Spanish-

lro1VIage adaptation of the CTBS/S Reading and Mathematics
tests that were developed in the
School District.

Non~alk

- La rHrada Unified

In Table 10, comparisons

CTBS Espanol are presented. 8

be~~een

~~d

CTBS/S

In Table 11, subtests, items

and time administration are presented.

Technical information

Table 6
Comprehensive Test of Basic Skills
Forms S and T, Level 3 and Level 4, English, Reading,
Subtests, Items and Time Administration
Items

Time

Test 1 - Reading
Vocabulary

40

approximately 17 minutes

Test 2 - Reading
Comprehension

45

approximately 40 minutes

Subtests

-----------------------------------------------approximately 57 minutes
Total
85
~nd SERVS, (Eonterey, California:
p. 1.

8 cT:BS Espanol

r.kGraw-~Ii"'iT,--f~578),

CTB/

Table 7
Comprehensive Test of Basic Skills, Form S and T,
Level 3 and Level 4, English Reading,
Reliability Coefficients
LEVEL 3

LEVEL 4

TEST OR 'J'OTAJ,
6.7
CTBS/S

Grade
7.7

~-

8.7

' 8.7

9.7

Grade
10.7
11.7

12.7

Reading Vocabulary

r

.91

.93 -- .94

1

.90

.91

.92

.92

.92

Reading Comprehension

1

.91

.92

1

.90

.91

.91

.91

.92

.93

I

.95

.96

.96

II

.94

.95

.95

.95

.95

~--~- 90

.92

.93

I

.87

.89

.91

.92

.92

TOTAL READING-

Reading Vocabulary
CTBS/T

Reading Comprehension

.90

.92

.92

I

.90

.91

.91

.91

.90

TOTA.t READING

.95

.95

.96

I

.93

.94

.95

.95

.95

-

0'\
\J1

Table 8
Comprehensive Test of Basic Skills, Form T,
English Reading, Grade Equivalent Means, Standard Deviations,
Medians and Standard Errors of

I

-

LEVEL 3
NO. OF
TEST OR TOTAL ,ITENS

Mean

·------

GRADE 6.7
SD Jl'iedian

-

SEr•1

----·.

Jl~easurement

------

He an

GRADE 7.7
SD I1edian

IHe an

SEM

GRADE 8,7
SD Median

-----·-- ----Reading
Vocabulary
Reading
Comprehension

SEI/f

------

40

6.8 2.54

6.71

0.80

7.7 2.76

7.73

0,80

8.6 2.87

8,76

0.79

I 45

6.9 3.05

6,62

0.94

7.6 3.22

7.68

0.93

8.4 3.29

8.69

0.90

. 6.9 2.71

6.67

o. 61

7.7 2.88

7.70

0,61

8,5 2.94

8.71

0,60

1

!

TOTAL READING

:

I

85

IJEVEL 4
OR TOTAL

~'EST

Reading
Vocabulary

-

.. r----

NO, OF
ITEr·1S

40

He an

-

GRADE 8.7
SD Ned ian

SEJI1

----8,7 2.98

8.76

1.07

He an

GRADE 9.7
SD I·ledian

9.4 3.03

9.65

SEM

Mean

0.99

GRADE 10.7
SD I'fedian

SErif

10.4 2.88 10.73

0,87

Reading
Comprehension

45

8.5 3.43

8.71

1 .09

9.1 3.47. 9.61

1.05

10.2 3.26 10.70

0.98

TOTAL READING

85

8,6 3.05. 8,69

0.78

9.3 3.08

0.73

10,4 2,8710.71

0.66

-

.

9.65

0'\
0'\

Table 9
Comprehensive Test of Basic Skills, Form S,
English Reading, Grade Equivalent Means, Standard Deviations,
r1iedians and Standard Errors of

3 I!

LEVEL
TEST OR TOTAL

NO.

0; l

ITET-TS ~ !':lean

GRADE 6.7
SD JV:edian

r-------,-

Reading
Vocabulary

40

1
i

Reading
Comprehension

1
\

45

I

TOTAL

85

I

.961

7.7 2.76

7.69

GRADE 8. 7
SD r':edian

.761 8.6 2.88

SE!-'l

8.71

.74

!

6.9 3.06

6.62

.91!

1 6.9 2.72

6.65

.591

I

7.6 3.22

1.11

.9o

s.4 3.29

8.7o

.89

7.7 2.89

7.68

.591 8.6 2.95

8. 72

.58

'

-

*==-==;========--*==============*==============

=+=-

r.EVEL 4
TEST OR TOTAL

I

6.69

I --- ----------- -- ----1
I
GRADE 7. 7
I
SEil! I Mean SD Median SEM I ll!ean
r-- ---- ----·- --- ----- ------ --

I

READING~

-

I 6.8 2.54

!

r~easurement

1 No. oF

1
. ITE~'!S f JVJean

GRADE 8.7
SD r1Iedian

SEM

1

JViean

GRADE 9.7
SD Median

'I

SEiii

Hean

GRADE 10.7
SD I1Jedian

SEJVl

----------~-----+----------------~----------------~---------------Readinp
Vocabulary

I.

40

8.6 ·2.98

8.72

.96

9.4 3.03

9.68

.90 !10.4 2.89

10.69

.82

Readin"'
I
Comprehension!

45

8.5 3.42

8.73

1 • 11

9.1 3.46

9.59

1.05 1J 10.2 3.25

10.73

.97

TO'L'AL READINGI

85

s.6 3.05

8.7o

.74r-;.3 3.os 9.68

.69 /'1o.4

----~------~----~------------------~-----------------

2.8-:;-~o.;-·.63

"'

·-

~

--
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in printed form was not available at this tir.J.e. Hrn,rever, the
fo1lowing statistical information •ras available.

In Table

11, means, standard deviations, reliability coefficients and
standard errors of measurement are.presented.9
JE.ter-A.merican

These tests

Te~.

~rere

designed for

use throughout the ''v-estern Hemisphere '"herever a test in
English or in Spanish may be desired.

The test series

includesTests of General Ability and tests of reading at five
levels extending from grade 1 through the high school, each
in tl'fo forms in paraJlel English and Spanish editions.

Test

scores in English or Spanish, according to the publisher, are
comparable one to the other.

The Tests of Reading measure

both Vocabulary and Comprehension.

Comprehension is measured

by two subtests: Speed of Comprehension and Level of Comprehension.

Statistical tables presented by the publisher were

originally designed to develop regional norms, and as such
are illustrations rather than norms.
be used for secondary students.

Levels 3, 4 and 5 may

In Table 13, subtests in the

reading series,· the number of items and the time necessary
for group administration are indicated.

In Table 14, relia-

bility, mean scores and standard deviation for Forms CE, DE
of Inter-American Tests of Reading, English Editions for
Level 3 are indicated.

In Table 15, reliability, mean

-------··~-

9statement by Fredrick L. Finch, Senior Project
Director, telephone conversation, CT:S/EcGra•,r-Hill, I![onterey,
California, February 9, 1979.
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scores and standard deviations for Forms CE , DE
s

8'

of

Inter-Ar.terican Tests of Reading, Spanish Edition are
indicated. 10

An independent reviewer stated that great care

\1as taken to secure parallelism in Spanish and English from
the point of vie''' of vocabulary, intrinsic difficulty of
concepts, etc.

The reviewer indicated that at the time, the

test was superior to other tests currently, available in the
United States of America. 11
The Nelson Reading Test.
forms, Form A and Form B.

This reading test has tl'/o

It rrovides educators with an

opportunity to compare the achievement level of a pupil,
class or school with national norms.

The test also iden-

tifies students vrho are in need of additional work or sre cial
attention.

It compares the student's level of reading

achievement with his learning capacity.
vocabt1lary and reading comprehension.
use in grades three through nine.
administered.

Tl'lo subtests measure
They were designed for

The test may be group

In Table 16, subtests, items and time adminis-

tration are presented,

In Table 17, reliability coefficients

by c;rade, for each subtest and for the total are indicated.
·In Table 18, Pearson product-moment correlations computed are
indicated as evidence of conp;ruent validity be-L>V'een the
10

Technical Reuort, Tests of General Abilitv and
Tes!E..,9L.~eaa1n,j-;-rnter-~-~1:.2~'J,..·s-~fesForm~ OE, DE?J~c:ss,
'bJTis, (Aust"in, Texas: Guldance Testing Assoclates,1 '!),

pi):"

1-4, 20-21.
11

oscar K. Buras, The Fourth Nental r~:easurements
Jear Book, (Highland Park, Hevr ,Tersey: The Gryphon Press,
1953), pp. 325-26.
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Table 10
Com:oarison

Betl~een

Level

CTBS/S and CTBS Espanol

CTBS/S
Grades

CTBS Espanol
Grades

A

K.O -

1.3

B

K.6 -

1.6

1

c

1. 6 -

2.9

2

1

2.5 -

4.9

3 and 4

2

4.5 -

6.9

5 and 6

3

6.4 -

8.9

7 and8

4

8.5 - 12.9

Table 11
CTBS Espanol, Level 3, Sp&!ish Reading
Subtests, Items, Time Adminisi;ration
Subtests
Prneba 1 Voca.bulario
de Lectura
Prueba 2 Cormrension
de Lectura
TOTAL

Items

---

Time

40

approximately 17 minutes

45

approximately 40 minute.s

85

approximately 57 minutes

-------
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Table 12
CTBS Rspanol, Level 3, Spanish Reading,
Eeans, Standard Deviations, Reliability Coefficients,
Standard Errors of rJieasurement
CTBS Espanol, Level 3, Sua'1ish Reading
--~-

..

--

·--~--

Reading
Vocabulary
Grade 7 ·-Reading
Comprehension

r.Iea'l. .' ·

SD.

18.50

7.77

.87

2.77

18.50

9.45

.89

2.88

21.80

8.63

.90

2.69

20.30

10.96

.93

2.81

7 - - - r------·

--___.:._

Reading
Vocabulary

-

KR20

S.E.J:-1.

-

Grade B
Reading
Comprehension

Table 13
Inter-American Reading Subtests ,. R-3-CE/DE, L-3-CEs/DEs,
English, Spanish;

Subtests, Items and Time Administration

-=
Subtests

I tens

Time
(Exclusive of Directions)

1•

Vocabulary

45

10 minutes

2.

Speed of
CoT!lprehension

30

6 minutes

Level of
Comprehension

50

___ ___ ________ ____
3.

_,

Total

,...

_....

125

25 minut!')s
.._~----·-----

41 minutes

----------··----
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Table 14
Inter-.~merican

Tests of Reading,

~~glish

Edition;

Reliability, Correlation of Forms CE and DE
Icean Scores and Standard Deviations

=--····- ----

~==----="---"'"=-

Level

_______

Part

r

Vocab
Speed
r,evel

.78
.83
.87

21
13
26

25
15
28

9.1
5.8
9.9

8.0

Total

.91

60
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22.8

21.3

··----3

-·=--=-====,.,==r~ean
Standard
Scores
Deviatton
CE
DE
CE
DE

------..

..__

5.5
9.9

Table 15
Inter-Anericru1 Tests of Reading, Spanish Edition;
Reliabi1ity, Correlation of Forms CEs and DEs
Vean Scores a.Y!d Standard Deviations
~==·===·=-==~~=================

r,evel

Part

r

Vocab
Speed
Level

• 69
.64
.80

r-Jean
Scores
CE s
DEs

Sta.""ldard
Deviation
DE
CEs
. s

12
5
13

6.3
3.2
6.9

16
9
14

---

-·-·-

....

Tota.l.

--·--·-----,_. __________

5.9
3.9
6.9

.87

31

39

14.6

15.2

··---
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Table 16
The lielson Reading Test, Forms A

~'1d

B

Subtests, Items and Time Administration
Subtests

---

Items

----------

··---,.

Part One - Vocabulary
Part

Tvro -

Time

Paragraph
Comprehension

100

Approximately 10 minutes

75

Approximately 20 minutes

--------------------------Approximately 30 minutes
175

Total

---·-·---·-----~-------·-----------------------

Table 17
The Nelson Reading Test, Forms A and B
Reliability Coefficients
Grade

Vocab

Para

Total

·----··---·------__.;.,..

.......-.--.~--··-._,_.·--~ ..

__

7

.84

.83

.88

8

.85

.ss

.90

9

•. 86

.87

.92

----------·--···----------------'-Table 18
The ITelson Reading Test, Forms A

~"ld

B Correlations

with Subtests of the Iov1a Tests of Basic Skills
Grade

NeJ.son
Subtest

--·------------..
8

ITBS
VocabuJ.ary
Paragraph

--------·-·---~---·-·--------

VocabuJ.ary·
Paragraph

.88

.69
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Table 19
'i'he l·Telson Reading Test, Forms A and B
Standard Errors of

r~easurement

Raw Scores

Grade Equivalents

--··- --· ----------·-+-----------7

3.45

3.84

3.64

4.5

3.8

4.2

8

3.70

3.73

3.71

3.7

3.7

3.7

9

3.00

3.10

3.05.

3.0

3.1

3.1

-------~-----------------

Nelson Reading Test vocabulary and paragraph comprehensj_on
scores and the

Im~a '~ests

of Basic Skills vocabulary and

:paragraph scores. 'In Table 19, the standard error of
measuremer.t is reported in terms of raw scores .and grade
equivalents 'by grade for each form of the test and the
combined forms. 12

An independent reviec·rer reported that the

lTelson Readin,n; Test 1·ras effective as a gross measure of
read5.2J.;'!, achievement.

The reviewer also stated that the test

ap;Jearecl to be reliable and

1~hen

compared to other reading
1
tests, it gave some evidence of valid5. ty. 3
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Netrono1itan Achievement Tests (Advanced).

This test

1qas designed to tell educators hm1 much pupils have learned
in important content and skill areas of the school curriculum.

It is for grades 7.0 throu,<;h 9.5.

forns of the tests: 1', G a.c1d H.

There are three

All forns are comparable in

difficulty ax1d content, are equally good measures of the
res:9ective subjects, and give comparable results.

The

t\10

subtests that 1·rere used are 1•lord Knm'/ledge a.ctd Reading.

In

Table 20, subtests, items a.ctd time administration are
presented. 14

In Table 21, reliability data and standard
errors of Eles.surement are presented. 15 An independent

reviev1er rated the relial,ili ty for each subtest bet\,reen
16
.79- .96.
Table 20
!•Tetropoli tan Achievement Tests, Adva.ctced,
Subtests, Items a.ctd Time Administration
Suhtests

Time

Items

\'lord Knm'l'ledge

50

Approximately 15 minutes

Reading

45

Approximately 25 minutes

-----Total

95

Approximately 40 minutes

------·--------~·---

1 4\ial ter H. Durost, et al, Eetropoli tan Achievement
Tests: Advanced, Teacher's DirectiCiiiS,-C~·~evr York: Harcourt
Brace·-.ra-va:n:ovicn, Inc., 1970), p. 2-3-.·
1 5Ibid., p. 18.
16Buros, op. cit., p. 797-86.
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Ta.ble 21
Fetronolitan Achievement Tests, Advanced
r~easurement

R.eliabili ty Coefficients and Standard Errors of

by Baw Score, Standard Score, G-rade Equivalent

Stanford Diap1ostic Reading Te!l_t {Level

IIl.

This

test 1-ras designed to be group administered for grade 4 to the
identi~ies

the

fund&~ental

middle of grade 8.

The instrument

skills of reading.

Level II is considered to be valua.ble

when used '"i th poorly perforning hic;h school students.

The

test content and suggestions for use of the results are based
on the

ge1~eral

asslli'l!ption that in order to improve pupil

competence in a certain area, it is first necessary to find
out 1·1hat learning problems the students have and then try to
elininate these as efficiently as possible.
that

~,rere

The 'bATo subtests

used are Reading Comprehension and Vocabulary.

Table 22 indicates the tine acLministration, exclusive of
instructions, as well as the items used in.the subtests.

In

Table 23 statistical information about this test, as reported
in the technical m&"lual, is reported.

Reliability
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Coefficients are corrected split-half (odd-even) estimates
r1I, and Standard Errors of Eeasurements. 17
Table 22
Stanford Diagnostic Reading Test, Level II
Subtests, Items and Time Administration
Items

Sub tests

Time

----------

Test 1 Reading Com:prehe,1sion

60

Approximately 30 minutes

Test 2 Vocabulary

40

Approximately 20 minutes

100

Approximately 50 minutes

Totals

--------------..--------Table 23
Stanford Diagnostic Reading Test, Level II
Reliability Coefficients and Standard Errors of Neasurement

=-

•'"---'-=="'=.,.-- ""'-========-==- = = =
Grade 7
Grade 8

SEE

Test

SEtll

Reading Comprehension

0.92

3.0

0.97

2.4

Vocabulary

0.87

2.2

0.90

1.9

-------~----------------------------------------~--

17Bjo= Karlsen, et al, Stanford Diagnostic Reading
Test J,evel II, (Fec·r York: I-Iarcour'f,-Iirace and :•rorld, Inc.,
19b"6T,-:ii:r .-213-29.
.
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Research Design
In order ·:;o examine the effect that the language of
instruction had on the English reading achievement of limited
English speaking secondary students, a research design was
developed which consisted of one independent variable and two
dependent variables •. The independent variable, instructional
treatment, consisted of Treatment 1, English instruction;
Treatment 2, bilingual instruction;''T:r:eatment 3, Spanish
instruction.

The instructional treatment data was gathered

from a classroom level questionnaire as reported by teachers.
(See Appendix A.)

The dependent variables were English and

Spanish reading achievement pre-test and post-test scores ,_
which were used to assess reading ability in the English
language and the Spanish language., In Figure 1, a graphic
illustration of the research design is provided.
The Research Design

English/Spanish
Reading Ability
of LES/NES

Instructional Treatment
Treatment 1
English

Treatment 2
Bilingual

Treatment 3
Spanish

7-8 Grade

71

30

81

9-10 Grade

23

21

14

Figure 1
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A general hypothesis of this study was that the
English reading achievement of limited English spea,king
students would be improved significantly when they received
instruction in Spanish as reading skills were being taught
and learned.

Specifically, the null hypotheses were:

H1: There are no significant differences in English
reading achievement among limited English speaking
students taught reading in English, bilinguall,)', or. in
Spanish.
H2: There are no significant differences in Spanish
reading achievement among limited English speaking
students taught reading in English, bilingually, or in
Spanish.
H3: There are no.significant differences in English
reading achievement bet:t~een male and female students
taught reading in the three treatment groups.
H4: There are no significant differences in Spanish
reading achievement between male ~~d female students
taught reading in the three treatment groups.
The analysis of covariance and the post-hoc multiple
comparison test, Scheffe, were us~d in the statistical
treatment.

The ANCOVA was used to test the null hypotheses.

The Scheffe was used to determine which of the treatment
groups differed significantly from the other groups.

Tables

were provided to indicate under what conditions English or
Spanish reading achievement was affected by the instructional
treatment.
ficance.

The ANCOVA was tested at the 0.10 level of signiThe Scheffe was tested at the 0.05 level of

significance.
Summary
In this chapter the procedures used to conduct the
study were presented.

The method used to select the sample
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was explicated.

The criteria for the sample were delineated.

The method of data collection from different assessment
instruments used to assess the students' reading ability
we~e

presented.

The research design, data collected and

statistical treatment were discussed.
In Chapter 4 the data will be, analyzed.

In Chapter

5 a summary of the research effort will be provided.
Findings and conclusions with recommendations will be
presented in the final chapter.

Chapter 4
ANALYSIS OF THE DATA
In this chapter, analyses of the data regarding the
effect o:f the language o:f instruction on the English and
Spanish reading achievement o:f limited English speakel,"s in
selected secondary schools are presented.
divided into :four parts:

The chapter is

introduction, demographic

information, hypotheses. and statistical analyses, and a
summary.

Introduction
The secondary school curriculum generally provides
. reading instruction in English to the limited English
speaking students.

Some schools·provide reading instruction

in two languages, while others use the students' mother
tongue as the initial vehicle of instruction to teach reading
skills.

In this study English and Spanish reading test

scores were analyzed to determine the effect o:f the language
of instruction on English and Spanish reading achievement.
The three instructional treatments are described as.:follows.
In Treatment 1 a minimal amount of Spanish was used
as the language o:f instruction; that is the teacher used the
dominant language of the student for less than 25 percent of
the instructional time.

The teacher in Treatment 2 utilized

Spanish for approximately 50 percent of the instructional
81
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time, and in Treatment 3 the teacher used Spanish for 75
percent to 100 percent of the instructional time.

Stated

another way, the instructor.in Treatment 1 used :3nglish as
the primary language of instruction, while in. Treatment 3 the
teacher used the students• mother tongue as the primary
instructional language.

In Treatment 2 a bilingua:J. .. instruc-

.tional. mode was used by the instructor.

The mother tongue

and English were used equally as the instructional vehicle •
. The sample for this stpdy was not randomly assigned
to the three instructional treatments.

The students either

selected the instructional treatment or school personnel
assigned them into the respective treatments.

A limitation

of a non-randomized research design is that there may have
been significant differences between the treatment groups in
the beginning, thus confounding the results.

To ameliorate

this problem, the analysis of covariance (ANCOVA) was used
in the research design; that is, the subjects' pre-test mean
scores were used as covariates with the post-test mean
scores, which adjusts for any pre-treatment differences on
the dependent variables.

The adjusted post-test mean scores

were also used with the Scheffe test for all possible
comparisons among the treatment groups in the sample.
Demographic Information
The sample in this study was drawn from limited
English speaking .students who generated test.score data on
both English and Spanish reading achievement tests.

The
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total number of subjects was 240.
subjects.

District A provided 38

Districts B and C provided 94 and 45 subjects

respectively.

District D provided 16 subjects and District E

provided 47 subjects.
Treatment 1.

There were 94 subjects involved in

In Treatments 2 and 3 there were 51 subjects

and 95 subjects respec.tively.
males in Treatment 1.
Treatment 2.

There were 52 females and 42

There were 22 females and 29 males in

There were 43 females and 52 males in Treatment

3 for a total of 117 females and 123 males for the total
study.

There were 48, 23, 6 and 17 subjects in grades 7, 8,

9 and 10 in Treatment 1.

In Treatment 2 there were 18, 11,

15 and 7 subjects in grades 7 through 10. ·In Treatment 3
there. were 47, 34, 11 and 3 in the respective grades.

In

Table 24 the numerical distribution of subjects by grade and
sex in each of.the school districts according to
instructional treatment is presented.
Hypotheses and Statistical Analyses
To study the effect of the language of instruction
on the reading ability of the linguistically distinct

stu~

dents who have been identified as limited English speaking
students, tentative probable explanations are presented.
These hypotheses were analyzed by statistical treatments that
were compatible to the sample being studied.

To test the

statistical significance of these hypotheses, the ANCOVA .and
the Scheffe were utilized.
The general hypothesis of this study was that the
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English reading achievement of limited English speaking
s-tudents will be improved significantly when they receive
reading instruction in Spanish as reading skills are being
taught.

From this general statement, four null hypotheses

focusing on the limited English speaking students were
derived.

Each of these hypotheses and their respective

findings are discussed.
H1 : There are no significant differences in English
reading achievement among students taught reading in
English (Treatment 1), those taught reading in a bilingual mode (Treatment 2), and those taught reading in
Spanish (Treatment 3).
H2 : There are no significant differences in Spanish
reading achievement among students taught reading in
English (Treatment 1), those taught reading in a bilin.... ·.

gual mode (Treatment 2), and those taught reading in
Spanish (Treatment 3).
H : There are no significant differences in English
3
reading achievement between male and female students
taughtreading in the three treatment groups.
H : There are no significant'differences in Spanish
4
reading achievement between male and female students
taught reading in the three treatment groups.
The analysis of CQvariance (ANCOVA) combined
prediction and the analysis of variance to identify and
control the effect of initial differences in the test scores
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Table 24
Student Distribution by District, Grade and Sex
According to Instructional Treatment
Instructional Treatment
'

-

Treatment 1 Treatment 2 Treatment 3
English
Grade

Bilingual

7 8 9 10

7 8

9 10

Spanish

7 8

.

-- ---- ----.

District A ~

8
2

24 5 -- -District.B ~ 14
9 -- --

-- ---- ---- -----

-- --

5 '.1
9 8 --

1

9 10 Total
--

10
8

5 2 -2 1

--

2 1 1 2 41
4 -- 7 1 5394

4 8 -- -----8
-- -- -- --· -- -- 9 -- -7 2 -- -- -- --District D ~ -- -- -- -4 -- -- -- -3
-- -- -- -- -- -District E ~ -12 -- 42 25 1 2 41 -- .a3 5 -- --3 --- 4 -- --

4 -District C ~ 34 5

,·

-:-'~

--

,.

Grade Totals 48 23
Sex by
Grade

6 17

18 11

25
13 38

5 7 47 34 11

3

28 9 2 13
6 3 11 2 19 19 3
M 20 14 4 4 12 8 4 5 28 15 8

2
1

F

19 45
26
9 16
7
23 47
24

1/

/

Sex Totals ~ ·

52
42

22
29

43
52

117
123

Treatment..
T9tals

94

51

95

240
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that may have existed and which could confound the results of
the post-test means.
and ANOVA.

The ANCOVA is a blending of regression

This analysis permitted statistical rather than

experimental control of variables. ·The result was equivalent
to matching the. different>treatment groups with respect to the
pre-test scores.

The treatment groups' pre-test mean scores

were used as covariates with the post-test mean scores to
adjust for any pre-treatment differences on the dependent
variables.

Coupling the Scheffe test with ANCOVA supplied a

detailed analysis by selecting the treatment group whose test
score means were statistically different.
Testing the. Hypotheses
The hypotheses were subjected to the analysis of
covariance since it fits a wide variety of research situations.
to the

The treatment groups' post-test means were subjected
Scheff~

procedure to select the treatment group means

that indicated a statistical difference among the different
treatment groups.
Testing H 1 :

An analysis of the post-test means for

treatment groups suggested that there was statistical difference in English reading achievement among limited English
speaking students taught reading in English (Treatment 1),
those taught reading bilingually. (Treatment 2) • and those
taught reading in Spanish (Treatment 3).

Based upon this

analysis H1 was r~jected. In Table 25 an analysis of covariance for English post-test means for treatment groups is
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Table 25
Analysis of Covariance for English and Spanish
Post-Test Means for Treatment Groups and Sex
Test

Source

s.s.

]).F.

r1.s.

F

p

English

Tre
Sex
Tre/Sex
Error
Total

335.54
401.18
14.42
1060.15
29662.45

2
1
2
233
239

166.77
401.18
7.21
4.55

36.87
88.17
1.59

.00*
.00*
• 2.1

Spanish

Tre
Sex
Tre/Sex
Error
Total

2507.52
1022.57
19.39
719.17
41712.94

2 1253.76
1 1022.57
2
9.69
3.08
233
239

406.20
331.31
3.14

.00*
.00*
.05*

*Statistical significance at .10 level

Table 26
Post-Test Means in Englisll, and Spanish
Reading Tests for Instructional Treatments
Test

Treatment 1

Treatment 2

Treatment 3

English

82.30

82.81

83.29

Spanish

97.30

97.73

97.81

n=94

n=51

n=95
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presented •.
The Engli.sh reading poat-test means for each
treatment group \V'ere subjected to the Scheffe test.

Based

~

upon this analysis the post-test means that were statistically different among the treatment groups were those means
for the treatment group taught in Spanish (Treatment 3).

In

Table 26 the post-test means in English reading according to
. instructional treatments is presented.

In Table 27 a summary

of the F-distribution used in the Scheffe procedure for
treatment groups for English reading tests is presented.
Testing H2.

An analysis of the post-test means for

treatment groups suggested that there was statistical difference in Spanish reading achievement among limited English
speaking students taught reading in English (Treatment 1),
those taught reading bilingually (Treatment 2), and those
taught reading in Spanish (Treatment 3).

Based upon this

analysis H2 was rejected. In Table 25 an analysis of covariance for Spanish post-test means for treatment groups is
presented.
The Spanish reading post-test means for each treatment
group were subjected to the Scheffe test. · Based upon this
analysis the post-test means that were statistically different among the treatment groups were those means for the treatment group taught in Spanish (Treatment 3).

In Table 26 the

post-test means in Spanish reading according to instructional
.l
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for treatment groups for Spanish reading tests is presented.

Table 27
A Summary of the Scheffe F-Distribution for Treatment
Groups for English and Spanish Reading Tests
Treatment 1
English

1

Spanish

1
2

Treatment 2

Treatment 3

0.94

5.08*
0.84·'

2

0.99

1.99**

0.03

*Statistical significance at 0.05 level
**Statistical significance at 0.10 level

Testing H3.

An analysis of the post-test means

according to sex suggested that there was a significant difference in English reading achievement between male and female students who were in the treatment groups.

Based upon

this analysis H was rejected. In Table 25 an analysis of
3
covariance for English post-test means and sex is presented.
An analysis of the English test scores in Table 28 indicated
that the female means were higher than those received by male
subjects.
Testing H4.

An analysis of the post-test means

according to sex suggested that there was a significant
difference in Spanish reading achievement between male and
female students who were in the treatment groups.

Based
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upon this analysis H was rejected. In Table 25 an analysis
4
of covariance for Spanish post-test means and sex is presented.

An analysis of the'test scores indicated that the

female means were higher than those received by male subjects.
In Table 28 post-test means in Spanish reading test by sex
are presented.
Table 28
Post-Test Means in English and
·.···

Spanish Reading Tests by Sex .
Female

Male

English

82.a8

82.73

Spanish

97.78

97.40

n=117

n=123

·;·:

Summary
In this chapter English and Spanish reading postI

test means were analyzed to determine the effect of language
on the reading ability of limited English speaking students
in English instruction, bilingual instruction and Spanish
instruction.

In Treatment 1 English was used as the instruc-

tional language.

In Treatment 2 a bilingual mode of instruc-

tion was used and Treatment 3 used Spanish as the language
of instruction.
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Four hypotheses were tested by ANCOVA.

The Scheffe

procedure was used to compare the post-test means of the
three treatment groups to ascertain which group produced
significantly different reading achievement·test score means
in English and in Spanish among limited English

spe~~ing

secondary students.
In an analysis of the data with ANCOVA, as it
pertained to the first and second hypotheses, the computations suggested that there were significantly different reading achievement post-test means in both English reading and
Spanish reading.

A rejection of H1 and. H2 was based upon the
data produced by the analysis of covariance.*·· Subjects who

received reading instruction in Spanish (Treatment 3),
acquired significantly different test score means in English
and Spanish reading achievement than those subjects in the
other two treatment groups, namely English or bilingual
instruction treatment groups.

The Scheffe procedure identi-

fied the Spanish treatment group's Spanish and English reading test scores as significantly different from the other
treatment groups.
When sex was considered, the English post-test means
suggested that female subjects received significantly higher
test score means than male subjects.

These data suggested

that H should be rejected. Additionally, the Spanish post3
test means suggested that female subjects had acquired significantly higher test score means than male subjects, thus
rejecting H •
4
* The treatment groups' post-test scores were also subjected
to the Scheffe test.
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In Chapter 5 a summary of the research effort will
be provided.

Findings and conclusions will also be provided.

Recommendations for secondary bilingual and bicultural
educational programs will be provided.

Chapter 5

SUMMARY, CONCLUSIONS AND. RECOMMENDATIONS
This study has attempted to indicate what e.f.fect the
language o.f instruction in three treatment groups had on the
reading achievement of the linguistically distinct pupils who
have been identified as limited English speaking students in
five secondary school districts.

The E:p;glish reading

achievement test scores of these pupils were subjected to
statistical analyses which suggested that students who were
taught reading skills in their mother tongue received significantly higher English reading scores than those who were
taught in English or in a bilingual mode.
were conducted on the Spanish test scores.

Similar analyses
These data sug-

gested that pupils who were taught reading skills.in their
mother tongue received higher Spanish test scores than those
in the other treatment groups.

These results were also .found

to be statistically significant for the Spanish treatment
group.

When sex was.considered, the data suggested that the

. higher Spanish and English reading test scores were
significantly different for female pupils.
In this chapter a summary of the study is PI'esented.
This chapter also includes conclusions of the study as well
as recommendations which may contribute to the general
__ improvement of bilingual education

read~ng

programs .for the

linguistically distinct students in secondary schools.
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Summary
The strength of this country is dependent upon a
citizenry that is YTell educated.

This assumption is based on

the belief that individuals must be able to make decisions to
benefit themselves and the Republic.

The linguistically

distinct students, whose numbers in our schools are estimated
to be above ten million, have not been adequately educated.
They consistently score below their English speaking contem-.
poraries on achievement tests in reading; 'science,
mathematics, social studies and career education.

Their

mother tongue, which to them is an asset, has been considered
a liability in most educational environments.

This condition

has placed these students in an educationally disadvantaged
position throughout their school years.

As they have been

passed from grade to grade the

has worsened to a

sit~ation

point where the drop-out rate has become a national concern
an~

an educational disgrace.
It is clear. that there are a disproportionate number

of linguistically distinct students whose English reading
test scores are below the norm on standardized achievement
tests.

The question then arises whether instruction in their

mother tongue can be effectively used to teach them reading
in English.

The literature has suggested that the inclusion

of the mother tongue in a reading program provided a
necessary foundation for reading improvement in the second
language.
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The mother tongue of different linguistic groups has
been used for educational purposes in this country since its
founding.

However, throughout our history there has always

been a prevalent feeling among certain segments of the
population that English should be the only language used in
· education.

The melting pot concept and Americanization have

fostered "English only" rules.

Despite this emphasis,

linguistic minorities have continued to maintain their mother
tongues.
The literature suggested that a basic foundation in
the mother tongue was essential for the second language
acquisition of the linguistically distinct students.

A

study conducted in Puerto Rico in 1925 corroborated this
finding.

Additional studies by Modiano in Mexico, Ramos in

the Philippine Islands, Gudschinsky in Latin America, Mexico,
Vietnam, Skutnabb-Kangas and Tuokomaa in·Europe, and Paulston
in the United States, suggested that the road to literacy in
the second language should be paved by the use of a
strengthened mother tongue.

Legislative and judicial action

provided an impetus to the use of the mother tongue in
bilingual programs.

Legislation resulted in programs which.

emphasized the use of the mother tongue in initial program
developments as the students learned English.

Once the

students mastered English they were to be mainstreamed.
Programs of this nature, classified as transitional, have had
few philosophical advocates.

There is

a growing

suspicion

among researchers, scholars and educators that transitional
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.. programs have done more harm than good.

Social scientists

have suggested that bilingual programs should move from
maintenance to enrichment oriented directions, since transitional programs would eventually self-destruct.

A contro-

versial evaluation of ESEA Title VII Spanish/English bilingual programs provided minimal direction for program
improvement at a time that would have benefited programs
in their infancy.

Research of instruction in the students' mother
tongue produced vari.ous suggestions for the bilingual
practitioner.

The most salient
of these is
that
'
)

-

earl~

literacy training with ongoing development in the mother
tongue should be accompanied by literacy training in the
second language. :Success in the second language is assured
with continued mother tongue reinforcement after a strong
foundation has been established in the mother tongue during
the initial stage of literacy development. -This point of
view is shared by scholars, researchers and bilingual
educators.

It is not shared by.the lay public. nor by those

educators who want to mainstream the linguistically distinct
students as soon as possible so as to get them over the
malady of having a mother tongue different from English.
This position is held to, despite research efforts which
support the concept of initial mother tongue literacy, with
continual development of the mother tongue, as the best
prerequisite for second language learning.
The research suggested that reading in the mother
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tongue allowed the student to

l~arn

the task of reading

rather than a compound task, i.e., the learning of another
language in addition to the act of reading.

Knowledge of the

mother tongue, with its subconscious control of grammatical
nuances, aided in the decoding of words and improved reading
comprehension in the second language •. Monolingual speakers
of minority languages have learned a second language, that is
to be used later on as an instructional vehicle, if they were
first taught to re!id ...and write in the mother tongue.

Reading

in the mother tongue allowed for the complete utilization of
students 1 oral language development.

There is congruence

between the language spoken and the language in print form.
It was suggested that the effects of instruction in the
weaker language would not only be educationally deleterious,
but psychologicallyand emotionally detrimental.
The selection of the sample in this study was made
from secondaryschools that provided bilingual education to
limited and non-English speaking students as part of their
curriculum.

The districts selected met three criteria.

The

first criterion was that a reading or language arts course
was either taught bilingually or in the students' mother
tongue.

A second criterion was that the schools had

collected pre- and post- achievement test scores in English
and Spanish during the 1977-78 and/or 1978-79 school years.
The final criterion was the willingness of the school
district to participate in this study by supplying the
necessary test score data.
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The research design utilized the language of
instruction in reading as the independent variable.

English/

Spanish reading achievement test scores were used as the
dependent variable.

The initial hypothesis was tha.t the

English reading achievement of the sample would be improved
significantly when instruction was provided in Spanish
language arts, Spanish content area reading or a Spanish
reading course.

A secondary hypothesis was that Spanish

reading achievement of the sample would be improved significantly when instruction was provided in a language arts,
content area reading or reading course that used Spanish as
the vehicle of instruction.
The analysis of covariance (ANCOVA) was employed to
ti;!lst the hypotheses.
level.

The region of rejection was at the 0.10

The ANCOVA was used to ameliorate the problem of a

non-randomized sample which may have had significant differences in pre-test scores.

A post-hoc Scheffe procedure

indicated which treatment group pairs statistically differed,
one from the other.

The region of rejection was at the 0.05

level and at the 0.10 level.
The initial hypothesis was upheld.

English reading

achievement test scores were significantly different for the
limited or non-English sample when instruction was provided
in Spanish language arts, Spanish reading or content area
reading.

The secondary hypothesis was also upheld.

There

were significant differences between treatment group test
scores in Spanish reading achievement when the data was
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analyzed by the Scheff6 procedure.

Although the ANCOVA

suggested that there were differences among the treatment
groups when Spanish reading test scores were analyzed, these
differences were very small.

It was also suggested upon

analysis of the test scores that females did score significantly higher in English and Spanish reading tests than the
males in the sample.
Conclusions
A large percentage of the linguistically distinct
student population have failed in the all English curriculum
of the comprehensive secondary school.

Their failure may be

due to the fact that the attributes of the mother tongue were
not fostered nor enhanced in the learning process.

These

students entered the schools with skills that were cast aside
for a preferred language.

Language chauvinism of this type

has had a deleterious effect on the education of language
minorities in our country.
A society that places greater value on one language
over another, when it could support both, oppresses a segment
of its population.

A bridge to the understanding of another

culture is destroyed when one language seeks to be supreme
over other languages.
national resource.

This becomes a destruction of a

Conservation of all resources is vitally

important to the economic, emotional and psychological well
being of this nation.

We can ill afford to stifle the

contributions of any segment of our population solely on the
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basis of the language they speak.
The linguistically distinct pupils' language is an
important factor in their education.

Utilization of the

mother tongue to teach the task of reading would promote
reading readiness, an important preparation for the reading
experience at any grade level.

The mother tongues' use in

early reading experiences allows for decoding of the printed
word that closely resembles the spoken or heard word.

This

allows the students to learn reading.and not the compOund
task of learning a second language and reading.

Additionally,

the grammatical rules governing the use of the language
having been already internalized before the reading task is
begun., would promote the decoding of words as well as
determining the meaning of words.
This study suggested that linguistically distinct
.students who were taught reading in their mother tongue did
significantly better in English reading achievement tests
than those students taught reading in English.

Submerging

these students.in the language of the host culture did not
seem to improve their English reading achievement at the
secondary level.

The salient point of this research is that

instruction in the mother tongue, of the linguistically
distinct students at the secondary level, is essential for
their continued progress in the total spectrum of the
secondary school curriculum.

The effective acquisition of

English reading skills, a basic goal of bilingual, bicultural
education is readily acquired when a strong foundation in the
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mother tongue has been laid.
The inability or unwillingness of secon'iary school
districts to provide instruction in the mother tongue is a
total disregard of the right to an equal educational
opportunity.

Ethnocentrism and language chauvinism do not

allow for a rational educational approach.

The lack of

direction from boards of education or the lack of knowledge
about educational research surrounding advances in bilingual,
bicultural education among teachers, administrators or counselors are not valid excuses to prevent students from learnjng.
The additional controversy surrounding program type
has shrouded the advantages of the enrichment approach which
promotes a bilingual, bicultural,_biliterate education for
the linguistically distinct students and their monolingual
English counterpart.

A responsive implementation policy by

school districts to provide these services to both student
.. g:r:oups is essential to their growth and development.
This study has suggested that the mother tongue is.an
effective means of improving English reading skills of the
linguistically distinct students in the secondary schools.
The application of this concept in the secondary school
curriculum will allow for the continued educational progress of
a population that has had a long history of disenfranchisement
from appropriate educational experiences.

An inability to

establish a broad and comprehensive language policy in the
secondary schools is tantamount to a continuation of
o:puressive educational practices that are permitting
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semilingualismwhich does not allow for full participation in
the life of our country for all of its people.
Recommendations
The conclusions of.this study ident:i.fied the weakness
of an educational system that denigrates the mother tongue of
the linguistically distinct pupils in their education. It
\
has been concluded that the mother tongue is a primary source
of strength that the pupils bring to the lea=ing process.

A

potential effect of the neglect to the mother tongue is
illiteracy or semilingualism, neither. of which we can afford,
in the mother tongue or second language.
The significance of the mother tongue in the program
types, curricular and administrative practices and research
recommendations should provide an understanding of the role
that bilingual, bicultural education performs as an integral
part of general education.
Rapid development in the mother tongue for the
students who may. be below grade level is essential. to their
educational successes.

When the mother tongue serves as the

foundation for learning other avenues will be open to the
linguistically different student.

Providing them with skills

in the mother tongue allows for conceptual development in
their primary language as they acquire initial language
skills in English.

Success in the mother tongue leads to

success in the second language through the transfer of skills
from one language to the other.
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Program Type
The type of reading or language arts program used to
provide services to the linguistically distinct students at
the secondary level should encompass developmental aspects in
the mother tongue.

Bringing the students up to a minimal

proficiency level in the mother tongue, commensurate with
their peers in the host culture, should provide the necessary
foundation in the mother tongue before the stress of learning
to read in the second language takes place.
As the students attain grade level reading
competency in their mother tongue, aural-oral training in
English should be at a point where English literacy skills
in a bilingual, bicultural program should lead to biliteracy.

Providing equal status to the languages should promote a
greater bond between the languages.

Continued strengthening

and broadening of the skills in the mother tongue and the
second language are the foundation upon which a culturally
pluralistic society is built.
This study. has suggested that the utilization of the
mother tongue in reading instruction forms a strong
foundation for second language acquisition and is an indispensable and equal partner in language development of the
bilingual, bicultural, bilite.rate person.

Educational

improvement also requires that attention be given to
complementary curricular and administrative practices.
Curricular Practices
The curriculum to which the linguistically distinct
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students are subjected to should take into account their
level of language development in the mother tongue.

If the

students are below grade level in their mother tongue the
concentration in Spanish should be·· on the development of
aural/oral skills with sound/symbol correlation using a
self-expressive approach to reading, metodo onomatopeico,
metodo alfabetico, metodo fonetico or metodo global.
the

En~lish

For

component, the linguistic based reading method

with a heavy concentration on aural/oral skills with sound/
symbol correlation should be used.

Any pre-reading should

be done with visual support.
If the students are at grade level in their mother
tongue the Spanish reading instruction should utilize el
metodo global o el metodo eclectico with a developmental
reading procedure in student high interest areas.

There

should be an emphasis on conceptual development with a
contrastive analysis between the two languages.

The English

cqmponent should use the linguistic method, language experience or an eclectic approach that emphasizes reading
comprehension skills and capitalizes on transfer training.
Administrative Practices
. If the mother tongue is to be an indispensable part
of the educational programs for linguistically distinct
students it is incumbent upon school district personnel to
recruit and select teachers who are bilingual, bicultural
and bilit<Jra.te.

Administrative support for bilingual,
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bicultural programs requires financial resources for program
implementation, experimentation and evaluation.

Appropriate

curricular materials and the instrumentation to assess the
students' strengths and weaknesses in the mother tongue and
the second language are necessary for educational growth.
Since the mother tongue is the gateway to educational
opportunities, administra,tors, il,l conjunc:tion with program
personnel, should provide for the assessment of the students'
language proficiency-in, both. languages.

This measurement

should be coupled with an assessment of their aptitudes in
basic skills areas in the
students.

lang~age

best understood by the

An open entry/exit curriculum in the basic skills

areas in the mother tongue would promote rapid advancement
to a level that is commensurate with the pupils' age group.
Having attained this level of competency in the mother tongue
will enable the students to profit from bilingual instruction.
Increasing the bilingual abilities should enable broader
participation in the English curriculum of the comprehensive
high school.
These prudent services are predicated on an
aggressive administrative hiring plan so that adequately.
trained bilingual, bicultural and biliterate personnel are
available to offer the courses necessary for graduation.
Bilingual, bicultural, biliterate teachers are the backbone
of an instructional program for the linguistically distinct
pupils.
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Future Research
A research design to test hypotheses for curriculum
improvement should be compatible with the population to be
studied.

For example, theANCOVA in this study took into

consideration pre-test differences that may have existed.
Experimentation with lesser known or used research designs
that are more responsive to the characteristics of the
sample may provide more meaningful data which in ,turn could
be used more effectively in explaining the processes of
bilingual, bicultural education.
Since testing plays such an important role in
research, the attitude of the.students and practitioners
towards the ass.essment program should be considered. in data
analysis.

The importance of testing as a positive force in

growth measurement to improve the state of the art of
bilingual, bicultural teaching must be understood by the.
pupil, parent, teacher, counselor, administrator and community.

The pupils' oral language should also be tested in

order to ascertain a relative language proficiency between
the mother tongue and the language of the host.culture.
Additionally, the test taking ability of the students should
be determined before achievement tests are given to them.
To improve upon this research effort the same
teacher should teach reading to the student sample in the
three treatment modes.
involved in this effort.

Several school districts should be
Similar reading programs should be

employed and the same assessment instrument should be used to
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ascertain student growth.

Periodic meetings among teachers

should be held to provide tinie to discuss problems, mutual
il'llplementatif'l:n and !Jrf'lgrammatic concerns in order to provide
a realistic program to meet the changing needs o:f the
linguistically distinct pupils in the secondary school.
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DIRECTIONS: ·Complete this questionnaire ONLY if you have normati-ve test data, e.g.,
CTBS-;.,English Reading or Language scores·for your class.
Place a check ( ) in the appropriate spac~ for those statements that are
TRUE an <I appl i t:abl e to your class.. .
·
F~ll out one questionnaire and test score sheet for- each class.

.......
• .. .. . . . Spanish

The studenti are.taught language arts br reading or •
content area reading in a 1anguage other than English .
.

.

.

.'

·;The language other than English used is •

_

·• Other
·. My ~tudents have been <:1 assi fi ed as • • • •
.

.,

...., ·~ ...... :' . ..

'

;,

··non English speakers

. . . . . Content Area Reading

9 ( )

spe~kers

..

·.• >_

-~-.

.

\

1

Language Arts 10 { )
Reading 11 { )

·····.·;.,.,.·

.

:"

"

..

.

~'

junior high 12 ( )
. . . non-graded
non-graded senior high 13 ( )
.

The class:~eriod(-s) ·spent in- the.
.·.. subject area is· (are)

&

-~

o

•

•

~

e

•

e

•

· · . ·.I spend the foi1m-1ing percentage of time, in
the language other than English, when I teach

0

.' · I am interested in the results of this research •••
Please send rr:-e a summary of the finished study.

Address

(

.

•

•

•

e

.. "

Last name

•

•

•

•

.

seventh"
eighth
ninth
tenth
eleventh
twelfth

• • • • one period
two periods
three periods
more than three

lip

14 { )
15 ( )
16 { )

)
18 ( )
19 { )
17 (

(
(
22 (
23 (
20

21

. .. . . . . . .
.

. 27 ( }

Period

School District

)

APPEfiDIX ,fl.

··Telephone
·-.;:

)
)
)
)

. 0% 24 ( l
25% - 50% 25 ( )
75% - 100% 26 ( )

..

School

. City

·2 ()
3 ( J
4 { )
5 { )

6 ( )
7 ( )
8 ()

.

The grade ., eve1 7or this t1 ass is ••. d• • • • • • •
,..

Pilipino
Chinese

. • . • . limited English
speakers
.
fluent English

The subject area that I teach, i.n the·· ••
languag~ other than English, is
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March 16, 1978
SAMPLE SAMPLE
Dear XXXXX XXXXX
Based upon the premise that language in general, and reading in particular·; are
at the very core of learning and success for secondary school students, I am
conducting a research project which will assist in identifying the effect that
the language of instruction has on the reading achievement of the linguist.ically
distinct student at the secondary level schools.
·
The basic premise of my research project is that when these students ar.e taught
reading in their first language they will demonstrate as much or more growth in
reading achievement in English as those primarily taught in English. Upon· request!· would be happy to provide a bibliography which supports this premise.
I need your help in this important task.

Yes

No

Do you have classes in your district that teach reading,
literacy skills, content area reading, and/or language
arts in the students' first language?

0

0

Do you have reading or·language pre-post test scores in
English for these students?

0

0

Are you willing to participate in this study?
(See the reverse for 1is t of tasks required. )

0

0

·Please return this questionnaire in the self-addressed, stamped envelope
provided.
Sincerely,

William A. Melendez
ESEA Title VII Coordinator
WAM:kg
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